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It is already six months since I came

* sback to Lanzhou, but I am still often
haunted by the “vivid recollections of the
days spent in the U.S.A. So I'd like to
take this opportunity to_say %omethmg

. about my visit to the U.S.A.

1. Before Starting Off P~

To tell the truth,’I had never thought
. that I would have a chance to visit the

United States until the beginning of this -

year. So when I was informed that I
would be sent to attend the 14th Inter-
nafional TESOL Convention, I simply
couldn’t believe-my ears. You can hardly
imagine how excited I was in those days.
I felt very lucky that Iwould have such
a rare chance to visit the USA. I was
especially happy to have Prof. Blatchford
as ‘my good teacher apd friend whom ‘I

jourrféy. But at the same time I was still
worried very much about my English
proficiency. I was afraid that I would not

be able to live up to the expectations of -

my colleagues. It was with such mixed
feelings that I went on board the plane
bound for Beijing.

2. What Impressed Me/ Most During
My Stay in the U.S.A.

- I was a little mervous about how I

would get along with Americang as the
wide-bodied 747 was ‘landing at San
Francisco. But the smiling faces, warm

greetings of Americans I met. and their _

willingness to offer me help soon made
me relax and feel at ease. I found that
they were more friendly to me than ‘I
had expected.

Prof. Blatchford did everythmg ‘he
could tocmake me feel comfo €. He
mtroduced me to a lot of his ds.

Thay went with mé to, workshops, col-

C -

could rely upon for help throughout my

Wang Nianmei
Lanzhou University

loquia or mini-courses for company. I
was also kindly invited to his close
friends’ homes and tq have dinner with
them. Wherever I 'went, I was given a
cordial welcome.
" It happened that a team 3sent by the
Foreign Experts Bureau also came to at-
.tend the TESOL_Convention. Tt was' at -
Prof. Blatchford’s insistepcé that I gained
the chance to joirt thém in visiting differ-
ent institutions in Washington and New
York and make the acquaintance of many
‘prominent persons in ‘the field of
"TESOL. With his help I felt very happy
and at home, though I was more than
ten thousand miles from my motherland.
Dr. Alatis, the Executive Secretary of
TESOL and Dean of the School of Lan-
guages and Linguistics' of Georgetown
University, spared no efforts to take good’
care of us. It was very thoughtful of him
to make the necessary arrangements for
i1s. We were several times accorded cor-
dial receptions and invited to dinner by
him. I owe a great deal to him for, his .

frlendlmess and generous help el
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At th§ opening session of the TESOL

. Convention Dr. Alatis warmly welcomed
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us Chinese in his formal speech. All the _

participants of the Convention greeted us
with warm applause. A gioup of dancers

were invited to the ballroom to perform -

a traditional Chinese lion dance before
the opening session. Thé cheers of the
jubilant crowds mingled with the beat-
ing of drums and gonlss. The hall was
immersed in a friendly festival atmo-
sphere. I will never, forget thi$ exciting,
moment, At the banquettgiven in the
Empress-Restaurant in Chinatown in San
Francisco our- team 'leader, thg Vige-
Du’ector of the Foreign Experts Buredu
and Prof. Deng from the Beijing Foreign
Languages Institute were honoure# by
having their seats at the head table and
all the other, members of the team, in-
cluding me, were also treated as distin-
—gmsh’ed'guests .

I was alsq very happy to see that the
American people: were very much intér-
ested in China. There were so many ap-
plicants who wanted to comeg to China
to help upgrade our teachers of English

- that.sometimes théy lined up outside the
reetuiting office room waiting for inter-
v1ews with the team., Everywhere people

. ‘ Contmued on next page .
b ‘s
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Continued from page 1

stretched out their hands of friendship to

me and expressed their desire to make

friends with me. I was greatly moved by

therr friendly feeling to us Chinese.

_ Al T expenenced 1 the U.S.A. médkes.
me convinced that the tree of friendship

betweep our two peoples has already

deegly taken yoot in their hearts. What

we should do is to take good care of it

and water 1t to make it put forth beauti-”
ful blossoms.

3. What We Should Learn From The
American People "

(1) Efficiency and enthusiasm for
work .

The thirtv-story Hiltun Hotel m San
Francisco was very much like a huge
hive. Thousands of participants of the
TESOL Coun: ention were as busy as bees
ftom early in the mormng till late at
night. They hurried here and there and

»

jtried’to attend as many lectures as pos-

sible. About thurty workshops. colbquia

ent ballrooms and parlors at the same
time. Lively ‘conversations and heated
sarguments cduld be heard everywhere
-during coffee breaks—in the corridors,
on the escalators or m front of the lifts.
People kept pouring mnto the Franciscan
Room and Hilton Plaza, attracted by
numerous interesting books on display.
Newsletters were published every day.
Obviously the participants in the Con-
vention loved their own work. They were
interested n every new development in
the field of TESOL and keen to draw
inspiration from others’ experience. At
the same time, they were also glad to
share their own views and thoughts with.
others. .

We were told that about four thou-
sand, people attended the Convention.
-You can easily imagine what anarduous
task it was to organize all the attivities
for the convention. Everything was tar-
ried on methodically, in a planned way.
So I was greatly surprised when I,

their work hours. Waiters in restaurants,
shop assistants in departinenit stores or
attendants in hotels all seemed to have a
gaod knowledge about their jobs. They
served customners well and were warin
and polite towards them. Why shouldn't
we learn from the American people their
Yenthusiasm and efficiency in work and
good attitude in attending to customers?

(2) Initiative and dynamic spirit

I was deeply impressed by the large
number of papers with substantial con-
tent present ay the TESOL Conyention
But the.active response of the audience
to each talk made a still deeper and in-
dehble impression on me. ] was amazed
to find that* they were quite differeht
from us. They were never content with

* just listening. They.were always asking

questions, making comments, and aiging
their different points of view. So the
presentation of cach paper was followed
by a free, and lively discussion. In our
country the audience at_any meeting
usually confines its role to just listening
We don't.like or sometimes dare not ex-
press different opmions w puble. T be-

s heve we shogld learn from the American

people their frankness and enterprising
_spirit. - o
3
(3} A country full of variety

-

>

The U.S.A{is a country full of yariety.
Ancestors of the American“people came
from different countries=Xhd even now
people from all parts of the tworld are
“still *coming here contituously. So you
can easily see people wath different com-
plexions. un the street. This varicty ﬁnfs
its.full expression in San Francisco Not
only did I have the ¢hance to eat Beijing
duck in ChinathVn, but I could also taste
spaghetti in” a Spanish cafeteria and
Itahan pizza at a friend’s home. I went
to a Mexicdn restaurant too, where I ll_ad

_ a hot burrito for my funch. Once I was

very: much puzzled .by the names of
French dishes. Only with the help of
Prof. Deng did I make out the menu and
succeed in ordering my food. I was glad
to find that.typical American dishes such
as beefsteak and fried, prawns also

Jearned that most people who made pll _“agreed with ie.

the arrangements for the Convention
worked on a voluntger basis. I could not
help adminng therr enthusiasm and effi-
ciency in work. v

“This effectivd way of working 'could
be seen everywhere. Let me take Mrs.
‘Johanson “for example. As a secretary of
Dr. Alatis, she organized interviews, an-
swered telephane calls, handled day-to-
day work, typed letters and documents,
made all kinds of helpful suggestions,
worked as a.tour guide for us and even
gave a dinner for us in her home. She
was fyll of energy and dealt with her

*work ably. She always offered Dr. Alatis

timely help when necessary.
I never saw people idling about in

"The American people like festivities,
They have a bright and cheerful disposi-
tion. It seemed to me that there were
many more festivals in the U.S.A. than
in our country. While I wds in San Fran-
cisco, Chinese Americans happened to
celebrate their Sprifg Festival, One
night, there was a mammoth Parade iu
Chinatown. The dragen dances and
beautiful Chinese national costumes ex-
erted a strong fasciuation on all the

spectators. It was said that the streets in-

Chinatown were crowded with about
300,000 curious citizens and tourists that
night.

When I was in New York, I saw

Irishmen celebrating their St. Patrick’s’

3!

\

Day. Wearing green clothes and holding

~green  Dalloons in their hands, they

marched along the streets. Lots of pe-
destrians stopped walking, attracted by
the colourful sight of the parade, When
I went to LaGuardia Community Col-
lege, the American hobt gave me a lovely
green flower as a St. Patrick’s Day guft.

The day hefore I left the US.A. T
went sightseeing with a group of
Chinese electronic experts. It whas a nice
sunny day. The sky was very clear and

, . — +
spring breezes were blowing, We were
surprised to sec that there webc so many
people around the™Washington Monu-
ment. I was esptaally
watching lovely children on the grass.
Thev were all flying Rites. All the kites
were * very Deautiful. Some of them
looked like butterflies, others Like eaglesp
dragons and so pu. Light inusic was,
being sent out throuigh loudspeakers.
That day turned qut to be Kite Day in
Washmgton. We were told.that the kites
which were most heautiful (llld/ﬂt‘\\ the,
lughest would be awarded a prize.

I couldn't help thinking that the great
nuraler of festivals was probably another
reflecfon of the vanety of Americair so-
aety “Why don’t we divasdy our Life
and make 1t richer and more colourful®

(4) Independent and industrious

Once I was invited to an American *
friend’s home. Tleir house was located
in the suburbs of Washimgtui, Thys was
a well-to-do middle-class family. The
father was a professur at o university
The mother was au activist m the local
American-Chiese Frwn‘lsl,up Associa-
tion. What strucl me lllﬂ&t{db their way
of educating then chyldren™ Two elder
sons study at two private universities.
Their youngest son studigs at a high®
school. To m$ great surprise, he gets np
2t three o’clockyggery morning and drives
a car to deli\‘e;“hewspapers. He earns
$400 each month by working as a news-
boy. Can't the parcuts afford their young:
est son? No. not at all. The father told
me that the fuel the boy used cost much
more than $400. Then what were the
parents up to? They tried this way to

fascinated |, at |

-

train their son to be independent and in* -

dustrious. They ‘also told me¢ that both
their elder.sous work during. the summer
vdcations to earn sume _n’:uncy to support
themselves. In fact, most American stu-
dents work their way through college. In
a competitive society like the U.S.A. hoty
can a young man expect to achicve suc-
cess without extrema diligence and tena-
cious struggle? In oup Country, quite a
few ygung people are spoifed by their
parents of position. I don’t believe that
those who are accustomed to depend on’
their parents’ power dnd-influence will
Ke 'able to keep pace with the rapid de-
velopment of our socicty. Can’t we learn
somethin% frorh thésc Amerjcan parents?

.. Continued o next page
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. Cqﬁ;ir:«zed from page 2
4. Machine Age

country. This wgs no longer an abstract
concept for me as soon as I set fout on
th€ soil of the country. I saw with ny
own ‘eyesywhat profound changes the
progress of science and technology had
rought to the dmly Ife ot the American
teople
Telephones are available everywhere.
Yuu cart make telephone calls either on
the streets or at your home. People use
them to order therr $eats at a restaurant,
make reservations for their journey, and
make appointments with their friends.
In a word, the telephone has become a
very helpful companion of every com-
mon American. % '
I was also amazed' at the populanty
and efficiency of copy machines. Elec-
tronic computers have come into” wide
use at aifports, m hbraries and offices. I
was especially. interested, in “the self-
service machines which provide people
with different drinks And I felt as happy
as a child when I got 4 can of orange
,Juite by putting thirty cents into the
machine. '

—

. streams of cars on the streets. It seems
to me that Tars ar¢ as wdispensable to
the Americans as bicycles are to us
. Chinese.
away from where they work and public
transportation is not as developed as in

* , Ching, they rarely, if ever, go to ther

*  offices .or go shopping on foot. I can

hardly imagine how an American is able
to manage if he has no car at all.

.. The housing conditions of the Ameri-
can people are much better than ours.
Not only do they have larger living
space, but their houses are also provided
with lots of modern convqmences; I had
a good- chance to visit some American
friends’ hemes. Most of them §ve in’ two*
story houses with/ garages and, small

\gardens Usually each child has his own

bedroom with a bathroom and a closet
attached, no mattdr how little he may
be. All rooms, whethér they are_a sitting
room, dmmg room, family room or study,
are hed and air-conditioned.

’ th:hr amily 1 visited, the hoetess
would show me with pride her Ritchen.
There are so many machines in the kit-
chen: electric stove, microwave oven,
dishwasher, refrigerator, garbage tom-

2> pressor and so o‘Q What a great change

. has taken place in the daily life of an
American family.-When I thought of the
time I have to spend dong housework,

" I couldn’t_ help énvying my American
hostesses for therr modern conveniences.

- I liked the subway in San Franciseo,
which is calléd BART. BART—the Bay

. . Area Rapid Transit—as a matter of fact,
\) somposed of one-third subway, one-

EMC !
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The U.S.A. is a lnghly developed rich

What struck me most were the long*

3

third elevated, and one-third ground-
leyel track. It is not only quick, but it is
also very cheaf. What’s more, 1 felt it
" mnhich safer to travel by BART. I was
sure I wouldn’t get lost on BART. There
1s a map at the entrance of each station.
And the destmation of each tram lights #
np when Aany “train gomes into the sta-
tion. SU if is unpossible for « passenger
to get the direction wrong. Anybody, su
long as he can read ,English, may get
anywhere he wants to go undetr his own
steam. -
BART is opemtﬁ completely by elec-
tronic computers. There is nerther ticket-
ollector at the station nor congductor un
the train. When you deposit some coins
in a machine, you will receive a ticket.,,
- Then you insert the ticket in-an éntrance
turnstile, and the door opens to let you
in. But don’tforget to get the ticket from
another slot, because vpn hake to put
the ticket in an etit turﬁ%tile' when you
get to the destination station. Otherwise
vou wjll not })e allowed to get out. The
clectric train _goes smoothly. Doors open
and close automatically. When the train
" reaches the bay, it plunges into a four-
mile-long tube, ivhich snakes under the
bay. At that time you'll feel that air
pushes agamst- your ear membrane, the
same feeling a passenger usually expen- ¢
ences when an airplane 1s taking off oy,
landing. But 1t is still much more com-
fortable and faster to travel by BART

As most Americans live far. than to crawl along in bumper-to-bumper

traffic on the, toll-bridge.

In a word, machines are an ndispens.-
ble part of every American’s life. He
would find it hard to.imagine what life
could be llke without maChmes

5. What ‘The Amencans Worry About

. The US.A. i5 a beautiful country
richly endowed by-flature. I wa§ often
fascinated by various woods and green
meadows therg. The American people
Jbenefit from food weather conditions
and rich natiral resources of the country.
The* U.S. A.1s also a highly-developed
power with modern industry and agr-
culture. The Amencan people;enjoy all
the conveniences provided by their ad-
vanced science and technology. So gen-
erally speaking, they live a more com-
fortable life than we do.
But apart'from all these advantages, I
found that there was still some things
Americans are worried about.”™ *

_ (1) Energy crlsis >

As oil has been in rather short suéply
recently due to the tense situation in the
Middle East and the price “of oil has
been going up rapidly, the,American
people are very much worried about the
energy crisis. The automobile mdustfy is

_espeaially seriously affected by the en-
ergy crisis. S8 everybody is concerned
about the way to economize the con-
sumption-of oil and the development of °
new sources of ‘energy.

o

r

‘.1 year, one-third uf the money is spunt

-spend his money very carefully.

Irive.his car slowlv round and round the
%_Eus until he heaved a sigh of relief

.whent he saw a car that was going to

¢ night. No x;}ps, no rest. It was not easy

(2) Two-digit inflation is another prob-
that troubles the American people.
If%makes some of them feel uncertain
about  their future. It js not easy for a .
wonin el o good homemaker i the
U.S.A. She must du careful calculation
ayd strict budgeting to avuid overdraw-
ing her account. Though « middle-class
Anierican carns about $20,000- SHSOOO

A d

on housmg. Nearly® another third, or qt
least a cuarter of his income, goes in
taxes. Tuition fees for private schéols
are very high and medical care is un-
believably expensive. So everyone has to

{3) Problems of old people

Though people, n the U.S.A. get pen-
stons when they retire and there are
some organizations which try to help
aged people, it still seems to me that old
people have a hard time. They gre lonely
and pitiful. Their own children usually
don’t ive with them and can't ‘take care
of them when they are sick.

(4) The automobile—a mixed blessing

White cars have brought Better and
more  comventent transportation, they
have also brought new and unforeseen o
problems. Traffic accidents are increas-
ing steadily and large uties are plagued
by traffic congestion, &specially at rush®
hour. Worst of all is the air pollition
caused by the nternal-combustion en-
gne. Another trouble is that tflere 1sn't
enough space for parhing cars in big
cities. Let me give you an example.”One
day Prof. Choseed invited e to a din-
ner at the Georgetown University dining-
roomt But wheri we got there, he couldn’t
find a place to park his car. Afraid of
bemg fined by a policeman, he had to

7

leave a parking meter. I can still remem-
ber’ clearly the regretful expression or
an American, lady’s face when she told
me that she had got a parking ticket the
day before and a fine of fifty dollars had'
been 1mposed on her. So it turns out, .
progress has more than one face.

8. Culture Shock

You might be interested in whether I
met some difficulties”during my stay in
the United States. Now let me tell you ~

-l

something about culture shock. e
(1) Fast pace of life and fast speed ,
of speech TN e "

R

,M\l) schedule was so-crowded that it
seemed to me that gycrything went very,
"fast. T usually worked from morning bl
for me to gft used to the fast pace of * ™,
life in the U.S.A. .

.1 worried very much about my com-*
municative competence before 1 left

B

Continued on next page
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MY VISIT TO THE U.S.A,

. Continued from page 3
China. T was glad to find that.l could
make myself understood and also makg
out what Americans said to me m most
cases. But I had to adnut at the same
time there's still a long, long way to gp
to unprove my language proﬁcxenq
Most participants at the TESOL Con-
vention were Americans and the time
for cach report was limited. So,all the
speakers spol]c very fast, I found it was
very hard far me to”adapt myself to
such a fast speed of speech. Besides.
v my hmted \()mbularv and unfamiliarity
with certain’ sul)yccts and backgraqund
also prevented mé from comprehending
some of the reports adequately. Once 1
went to a plav at the.nvitation of Prof.
Blatchford. 1 felt frustrated because 1
often couldn’t figure out what the actors’
jokes meant while gthers all laughed tll
the tears came.
Abbreviations 4re widely used, which
are another hard nut for me to crack I
don't think mvjmemory is very poor. But

13

. I frequenth had to apologize ‘for-falling .
* to learn the names of a large numl)er of
. American friends.
- ~(2) Troubles caused by machines

When I arrived in San .Francasco, the
telephone saved me. It was with the help
of the telephone that T made contact
with the consulate. of ow country “and

3

booths at the airport. But it took me
mote than half an hour to get through.
Why? First, avithout coins one can't
“make a telephone call. And I had no
coms and no 1dea about where to get
change. Secondly, I didn’t know how"
mugh a telcphqne call fram the airport -
to the Samt Francis Hotel cost. So ‘T°
. couldn’t decide how many and which
coms [ sheuld put in the telephone.
Thirdly, T didn’t know how to usc an
automatic telephone. Finally, T didn’t
knaw what to do when I heard the warn-
ing buzzing So I tried twice but faled
to get through. T was m(kegl with an-
tety. T was completely at a loss What
to do? Luckily a kind middle-aged lady

ticket machine. What a blunder I had

made! “T must be very careful with alt
the machines from pow on,” 1 said to
myself., &

(3) Tipping and taves

We never tip apgbody in our county.
But it is very in¥@ite if vou forget to
tip a tani-driver or a waitress in A res-
tawant. T found it -hard to get used to
the tipping svstem.o am not good at men-
tal anthmetic So sometimes 1t seemned
to me a heavy burden to figure out
withni a few seconds how much 1 had
to pay tor a tip

Tax 15 another problem Once I went
to a supermarket A price tag showed

come to me and helped me out. But T - that two cassette tapes cost $2,99, “That's

was already wet with sweat.

The naxt (la\ Prof. Blatchford showed
me how to 'zt change from a change
ntachine, I was very hdppy because I
always ‘like to try something new. One
day later, I came to BART. “Let me have
a trv,” T thought In a hurry T ipserted
a five-dollar bill into g machine” But to ¢
my disappomtment, no coins came out,

- What's more. the bl was stuck m the,
machine and” I couldn’t get 1t back. 1
was upset and tnied to find someone to
help me But smce BART 1s operated
by electronic computers, there were no
clerks at the station at all. T didi’t know
whom to Idsl\ for help. Fortunately, aff
electrical engineer happened to be pass-

not too expensive.” I thought. “I'lt take
them.” But when [ came to the check-
out stand. the clerk told me that they
cost $3.17. T got confused It turned
out that " additiou to the price of the -«
tapes [ had to pay 6% tax,

Anyway, m spite of the cubture shock
I came across, nnv (up to the United
States was successful It has made a last-
-ng and exciting impression on me, |
have leamed a lot about the teaching
of Edghsh, n the. US AL about the
Amernican &Up}('. ‘\buut the American
culture, which cannot possibly be learned
m our country. But T spll feél sorry that,
my stay 1 the Uwted States was too
short. T would have learned niore if the

. learned the yvayv to the Saint Frantis ing by. Sccing that T was caught m a  time of 25 days had been longer. T hope
2 Hotel\But 1t was also the telephone that  dilemma, he gave me g hand and T got  that mure comrades anwug us wilt have
brough®yge the first trouble. the bill back. He cxplamed to me that . the chance to visit thc U.S.A aud stay
It was very ecasy to find the telephone  the machine I had put the lnll in was a  there Ionger -
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TEACHING ENGLISH' VERB- PARTIClE
«.COMBINATIONS

by M. Aziz F. Yalsin
United Arab Emirates University

. Verb-Particle Combinations (V-PC:s)

English has a continual need to make
up new verbs. One of the most eommon

ys of making up new verbs in the
‘o European languages has been to
fuse a verb stem and particle to make a
new verb.
tached to the beginning of, the verb.
Here are some examples of verbs made
in this way that have come into English:

* compel | Lat com “with, together”
+ pellé “drive, force”
devour. Lat de “down, from”
-+ vord swallow
exceed Lat ex _“out”

+ cedd “Go away, withdraw”

. Many English verbs are made up with _
particles prefixed in the .Latin manner,
for example.

. bypass, overesfunate, downplay,
look, forget, understand, upset,
withdraw, withstand, overcome.

over-
offset,

However, most English V-PCs are made
. with the particle used as a suffix rather
* ' than as a prefix, e.g.

go for, bring round, fall for, run down,

walk into, bear ont, get over, give up,

keep up with, look up. look up tqs make

for, make up for, make up.to, put off,

put up ‘with, stand dotvn, stand for,

stand up for, stand up to, turn in, turn
< on, turn out. -

V-PCs are mainly colloquial, that is

thgy appear first as slang or part of a

- spéeialized technical jargon. If the com-

binations withstand the passage of time,

they become an unobjectionable part of
the English vocabulary.

Semantic Sprea(iing OQut

Bolinger (1971, p. 33) argues that we
have to use what he calls a “kind of
semantic spreading out”, That is, V-PCs
are frequentlv used in preference to
» verbs of classical origin which have simi-
Jlar meanings but unsuitable overtones of
-formality, pompostty or difficulty. Instead
of placing a fat bundle of semantic fea-
tures into one word, matters can be gore
flexible by packing thinner bundles into
two or three or more words. In other
words, he would prefer spreading rather
than overloading, for example:

He discarded the trash. (overloading)
. He, threw out the trash. (spreading)
‘He éstimated the situation and provided
. figures. (overloading) .
¢ ™ He sized up the situation and gave out
@ figures. (spreading)

ERIC | 3
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In Ratin, the particle was at-.

Problems of Teaching V-PCs

Arab ESL students are mtrdduced to

V-PCs at a later stage of learning Eng-
lish. During the carly stages, they are
thught that™dertain recurring segments
posséss unique and constant meanings.
They are taught, for mstance, that cer-
tain monosvlhble verbs such as go, bring,
come, fall, run, turn, walk are verbs of
movement, and that certain other verbs.
have core meanings attached to them,

e.g.

to squeeze = to press on; get (water,
juice) out of something

_to salt = to add salt to food
to shut’ =to close

to act = to do something

to build =to erect

’(Particles such as: ) ol

for, up, away, down, across, to, out,
over, with, on, ete., are also tdug,ht a5
separate words with core meanings at-
tached to them

This tendency of learning ‘separate’
words is 1einforeed by the fact that ESL
activities in 1any parts of the Arab
world are ‘hasically text-hook centered
Students are, therefore, mtroduced first
to written modes of English charactcr-
ized by what Bolmger deseribes as ‘over-
loading’. Argh students learn verbs such
as: .

to extinguish, to encounter, to corroho-
rate, to compensate, etc., before they are
introdunced to sunpler synonyms such as.
© put out;, ruifup auazmt hear out, and
make up for. N

When the Arab learper is mtrodueed
to a V-PC sueh as go for, he tries to

-deduce the meaning of the whole from

the sum of the mcanings of the com-
ponent par&s which he has learnt as sep-
arate segments. In an utterance like.

He went for a"('ca{k. '
the Arab learner will find no trouble as
the: component parts go and for keep,
what he has learnt as their ‘basi¢’ mean-
ings. But trouble begins when he reads
go for n the following various linguistic
eontexts:

—In investing money some, people go for
(aim at, have #n objegtive) a more or
less assured dividend, ‘others for capital
mecrease.

—1I let him have his say, and then 1 went
for himr (attacked) and told him just
what 1 thought

—What I've said about this person goes
for (apphes to) Mnyone else whom I
find tresspassing‘ on my lagd. :

-

. The Arab learner will be overwhelmed -
. by the multiplicity of meanings of V-PC

go for, noné of which relates to the
meanings of the individual parts. Similar

v B

multiple meanings for the ‘same’ V-PC
are suggested by put-up:

—TIll put you up (accommodate)” for
the weekend. .

—They ptit e up to the-situation.
(gave e an idea)

—I can’t put up with (tolerate) his
mishehaviour.

—TI'll put up (propose) vour name for
the football team.

Glassification of V-PCs

The ‘neutral’ term ‘partiele’ has been
adopted to designate both adverbs and
prepositions. This approach derives from
Mitehell’s (1958, p. 103) classification

of particle verbs: N

“It is the word-elass approach that ex-
plains the tendency, . to regard the
particle component,of the English phrasal
verh as either a preposition or an adverb
rather than as une granmmatical piece
with the verbal component.”

Mitchell distinguishes tywo main cate-
gones: ‘phrasal’ and ‘preposttional’ to
which ave may add a third: the ‘copula

p'lrt)de s
1. Phrasal Verbs

Phrasal verbs have the followmg de-
tures: N

a) The particle can be either pre- or
pest-nohinal, e.g.

He put (on) his coat (on)..’

He called (up) her parents (up).

He made (up) the story (up).

The company turned (down) the* offer
(down). -

It puts (out) a lot'of news (out).

The separability of the particle from the
verb itself is a pnely formal matter, with
no effect on meamng. If tht objeet is

long, however, 1t can come only after the

particle: .

Tt puts out a lot of news that you dont
see anywhere else.

Y

Phrasal verbs with two or mote particles,
must océwr m pre-nominal position:

The ehildren talked back to thelr mother.
John"came up with an idea.-

Everyone looked (Ian on them

They walked out on us. *

b) Pronouns usually precede the particle,

“They made it up.

The company turned it down.

The habitual placing of the pronoun be-
for the’particle ix explained by Erades
(1961) as being generally due to their-
(i.e. the pronouns) weak stress.

¢) Adverbs cannot intervene, l)etween
the verb and partiele. We ‘can say:
He turned up at seven o’clock, and
We took off for Memphis; but not
Continued on page 11‘
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VERB-PARTICLE

Continued from page 9

*He turned suddenly up at seven o'clock,
or-
*We took immediately off for Memphis.

d).Th_e particle éomponent can b, and
generally is, fylly stressed: .

The pilot flew in the plane.
The pilot flew the plane in.
She tried on the dress.
She tried the dress on.

e) When final and not in post-nominal
position, the particle is pronounced on a_
kinetic tone. Strang {1962, p. 159) sug-
gests that one should thmk in terms of
“a complex of” related differences (a
superfix) part stress, part rhythm, part

. intonation.

)

—

2. Prepositional Verbs

Prepositional verbs gave the following
features:

a) Non-interpolability of (pro)nouns be-
tween verb and particle: ~
He turned down the driveway.
(V+P) :
He turned down ‘the offer.
(Phrasal Verb) ) '
He turned:the ofler down..
(Phrasal Verb) )

This change is finpossible with the prep-
osition?

4

.
°He turned the driveway down

b) Expansion: A verb-preposition combi-
nation can be divided by an adverb, but
a verb-adverb combinatien cannot, for
example:

He turned up ( discovered) a new man-
uscript. (Phrasal Verb)

, He turned (sharply) up the country roqd

(V+P)

¢) A single verb is often commutable
with a prepositichal verb. This criterion
_covers such a wide range of possibilities
(go otwn = descend, ask for = request)
th it can provide no reliable indicatiod
the degree of V-P linkage. . ¢

There

’

¢ a few criteria not referred
+ to by Muitchell which-have been made
e y other grammarians’ to distin-
guish phrasal and non-phrasal verbs.
Grammarians note that phrasal verbs, as
opposed to prepositional verbs, cannot
undergo a relative tmnsformahon with
. the particle detached from the verb and
preceding the relative pronoun:

»They_camé across the bridge.
The bridge across which they came.
(V+P) 4
They came across the man.
but not °The man across whom
came. \
Q ‘’hrasal Verb)

they

=Ry 2/81 ( .

But compare:
°Up he turned.  °Off he took.

It"appears that some prepositional verbs,

’ and notably those with close V-P link-

age, share the restrictions of phrasal
verbs in their behaviour under relative
transformation.

Another criterion, not entioned by
Mitchell; is that of “substitution’. A word
is an~ adverbial extension when it forms
such a unit with the verb that this unit

. can be replaced by one single verb with-

out any change occurring n the struc-
tural Tarrangement of the utterance, for
examnple:

l)rmg round = persuade
fall for = love
run down = defame
keep up with = keep level with
look up = verify (by reference to books
or documents)
look up to (someope) = admire
make off with = steal N
.make up for = compensate
make up to = attempt to curry favour
with .
stand down = thhdmw (from a contest)

*Nand for = represent

stand pp for = support (wnorally or
verbally)
stand up to = oppose
turn in = go to hed
turn on = attack
turn out = expel .
Al .
Howeyer gnany other combinations may
bereplacéd by a single verb:
w

look at = examine
go before = precede

The restnctlon that ‘the structural ar-
rangement of the utterance’ should not

be changed is semantic—the, meaning of
the whole utter'mce will stlll remain un-

. changed. The substitution criterion is also

used to demonstrate that prepositional
verbs are in some cases tg be treated as
units.

Where the samne particle is used both
as an adverb and as a preposition, it is
often difficult to distinguish between
them. Three” guidelines are:

»
a) The adverb can stand alone whereas
the preposition cannot, e.g. Come in! Go
out!, ete.
b) Prepositions with an accompanying
noun form a phrase which in itself makes
sense, %.g. up the roag, under the tahle,
through the door, etc. When the particle
is ysed as an adverb the phrase can’t
make sense by itself, e.g. (put) down his
hat, (turn) off the tap, etc.
¢) The adverb and the noun accompany-
ing it can change positions,, e.g. He put
(on) his coat (on).' .

o

<

.
-

3. Copula Verbs+ Particles

The distinction between lexical verbs
and copula verbs.has led to Agreat deal
of discussion about the function, of be
when followed by particles or preposi-
tional phrases. Jesperson writes (1949,
III, 17) that “some verbs when con-
nected with predicatives tend to lose
their full meaning and 'lppliO’lCh the
function of an empty link.” Among his
expmplés of predicatives 1‘1e includes:

he 1s in good health,
the rain is over.

v

On the other hand, particles and prepo-
%itional phrases ar¢ adverbial after be -
“when the verb has a full meaning” (III,
18). For-example: S 4

—1I mean thev're after the news. (be -+
P+ N) ’
—The red one 1was.for scrambling.
—The joke’s over now., (be + preposi-,
tion) . .
..we’d thrown ouy“hands in without
telling one another We knew the game
was up.
.and a man s.u(l ‘What's up?
—The dividend is up by 3 per cent .to
18 per cent.
—Next moming, John-was up early.
—They are in for pretty poor servieg
(be--preposition-+preposition+noun )
—He was off to sea again.
—We are out to better ourselves.
(be+P-+to-infinitive)

4

Jesperson often compares, pruhcqtlve
P and P-N with adjectives and regards*
thém as subject modifiers rather than
verb modifiers. Compare:

But all the articles are of great value,
But all the-articles are betutiful and of
great value.

Also, the copula seem can replace Bex

But all the articles seem of* great value.
Be + P + N can be premodified by very,’
more or most: -

—Conservative supporters twere more in
favour of the retention of public schools
than Labour supporters.

Be + P:  Examples belongiffg to *this
group are of theé same structure as
phrasal verbs; that is, they are made up
of a verb followed by a particle:'

—There were few people about in the
wet windy-night afld little traffic.
—There tgere few people about the
town. 7§ '

Compare with: . : .

—So after all 1 was ovee, I . . ., in which *
the particle cannot be expanded.
Grammatical vs Lexical Restfictions on
the Particle Component .

~

Continued on neft page
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Continued front page 11

(The verbal component cannot func%on .
withouyt the particle:

—Mme Nhu came to the US . . . com-
plaining that US aid had petered out.

.if your own conscience is clear,
then the village or city can gossip ifs

head off.

The particles out and off in the im-
mediately preceding examples cannot un-
der any consideration be left out. If they
are omitted, the resulting sentences will
be grammatically deviant. The restric-
tions on peter out and gossip its head off
_are, therefore, ‘grammatical restrictions’,
as opposed to ‘lexichl restrictions’ on shot
(down) in: They s1ot (down) the pris-
oner.

N

Meam'ng of the Partiglc Component.

It is sometimes possible to assign some
kind of meaning to the particle in a
phrasal verb .In thc utterances:

—I'm tjpmg it up now, typing up thel
final copy,
i —The theatre is booked up,

the particle up has the function of speci-
_fying, finalizing or suggesting complete-

ness.

Similarly, the particles out and off have

a meaning of théir own when they occur

with certain kinds of everbs. Out is used

.

. -

with verbs dealing with the interior of
sgmething; off is related to the exterior:

J

-

—The car Reeds to be cleaned

{

Figurative ‘vs Literal V-PCs

out (Use a vacuum)

off (Use a hose)

Ofie way of differentiating:
p X

—the light went out. from °

—John went owut .

is by comparing the contrasting subject

exponents. In the first case the subject

in inanimate, in the secqpd it is animate.
It is usually easy to is((ﬁate the point of

contrast between the two V-PCs made

‘up of the same words, one of which is

regarded as figurative, the other as literal.

Compare, for example:

.

The light went out of the room.
The light went out.

°The light went. ¢
John went out of the -foom.
John went out. '

John went.

It seems that in this cage one ‘can equate
‘figurative’ with no patential for expan-
sion, confraction, or commutation—that
is, with gramnmatical fixity. In general
-terms, this is true of most of the figura-
tive phrasal verhs. While 1t has been

possible to demonstmtc\th{\f?rmal if-
ferences between the examples above.

thére are cases in which an intuitive
- figurative labellmg is hot supported by
formal features:

\ .

~—Outside the dusk was creeping up on
us.) " : "

—OQutside John was creeping up on us.)

But, generally, when the same verD is
used literally and figuratively, one must
distinguish two lexical itemsg This dis-
tinction cap be formally demonstrated,
either by grammatical differences or by
differences of exponence.

Concluding Remarks

This minute analysis reflects a com- -

plexity which would be overwhelmjng to
an Arab ESL student. But it is a needed
stock-in-trade for the language teacher.
The important thing here is that V-PCs
are patterns of lexi§ and must e taught
.as individual items, not via their class

v properties hut via their uwn uniquencss.

~Rather than teaching separate words
with dictionary core meanings, attached
to them, we are here interested jn relat-
ing the internal patternmg-of V-PCs to a
wider patteming, Dboth linguistic and
situational. As frequent and systematic
applications are practiced, the Arab ESL

learner becomes progressively aware of |

the distribution of V-PCs, phrasal, prep-
ositional, and copula, as particular urrique
lexical items different from all other lexi-
cal items.

-

Erom Team, Sept. 1980
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THE FOREIGN LANGUAGE - ~
REQUIREMENT: A SUGGESTION TO
ENHANCE ITS EDUCATIONAL ROLE
IN TEACHER TRAINING ‘

: by Joan Rubin

a Natwnal. Center for, Bilingual
Research, .Los Alamitos

. and

Rosemary Henze

. Sah Francisco State-University

»

A Suggestion . ..

B L )

Many TESOL teacher training pro-
grun_l.:; includg forcign language “com-
petynce” as @ program Tequirement for
the M.A. degrec (Blatchford. 1979)

Frequently, however, TESOL faculty:

hd i 1
wonder how this requirement can be

better mtegrated into the trammg of (i This recogmtion. of personal prefer-’

P . ¢

involves manipulation of grammtar as m
a pattern drill, more deductive inferenc-
g may oceur, {d) the type of exposure
—m a real-hfe setting more guessing’
may ogcur. whereas 'in the classroom.
analysis may be favored. White most of
these points can be and gften are made
didactically in cdurses on methodology

or second language acquisition, expern-

encing therh makes them much more
meaningful. ,

Anocther important lesson to be léarned
from this exercise is that; like it or not.

students have to be in charge of thewy

own learnmng.’ Henze reported that she
¢hd take control of her own learning and
in several instances she prevented her
teacher from giving her the answer so

she could work out the appropriate - . s :
jhe con K pprol . Jarlv mterested in thé role of mductive

answer on her own because she wanted
the opgrortunity to test her own hypothe-

good language teachers. The problem 157 apce n learningaas an important product

that- usualh no opportunity “is_offered
to help the student relate this epenience
to other knowledge gammed in TESOL
cqurses, where such  opportumties do
eist. they are often so loosely structured
that the immense potential value of such
an experience 15 not reahzed.

We would hke to suggeste that one
way to help, relate this requirement to
the goal of training teachers would be
to encourage and direct student research
mto the process of language® learning.

* In particular, we suggest that some stu-

dents be encouraged to Take a research
course at the sane time as they fulfill
the FL requrement. The course would
require that students write a diary not-
ing . specific cognitive “aspects of the
learning process and at the end of the
course analyze their diary by categoniz-
ing their leamning strategies and gvaluat-
ing their learning preferences. If such "
course were taken by several students at
the same time, much could be gained by

_class comparison once the analysis had

been made.:

. We would Like to suggest that this di-
rected activity has much to recommend
it as a means to enhance the immediate
value of #h¢ FL requirement. Directed
diary studies provide students with a
eoncrete experience demonstrating that

learning strategies vary with (a) the

learninfg situation—for example, when
new  dialogues are introduced, a top-
down or general to specific ‘approach
may be used, whercas. when grammar
15 bemg presented, a ‘more analytic ap-
proach may be used by the-student, (D)
the speed of ,thg "class—when lots of
new material s resented, the student
thay use mére gugsing, whereas when
old material or life material is pre-
sented, the student mXy carefully analyze
each unit in order toYenhance storage
(memory), (c) the tas
focused on communicatiol, more infer-

oI TN 2/81

if the class is-

of the diary evercise,, student teachers
can aequire a stronger realization of .the
need to use many different approaches
to learnmg in class in ordér to enable as
many students as possible to henefit
from a class. -

The major advantage of directed diary
studies 15 that the analysis and evalua-
tion process provides the student with
msights mto the entire learning process
atid ¢an directly affect the student teach-
er’s future teaching approach. ©

However, chary studies don’t work i
all circumstances, First of all. they are

_very time-consuming. Students must find

the time to write their observations soon
after the fact in as great detail s pos-
sible or else much will be lost. Hence,
the student must want to be diligent
about the activity However, the amount
of time spent keeping a didty can be
reduced if students are directed to focus
on speeific aspects of cogmtive learning.
Henze was directed to focus on +infer-
encing in particular.
o Sccondly, if diary studies are not well-
diregted, much superficial feporting oc-
= curs which does not provide a proper
tool to help in understanding the nature
of the learning process. In addition, in
order for diary studies to be, taken sern-
ously by the student, and to provide a
rescarch endeavor, students should be
given eredit for a seminar. :
Some students do find the process of
keeping diaries distracting, cspecially if
they are i a language course which 1
over their heads. Another M.A. candi-
date. tried reporting on her learning n
a Chinese course this spring, but found
thg.clags moved too quickly for her to
keep up with §t, much less note her cog-
nitive processes. However, some of these
disads antages Yan be reduced through
,specific time-saving devices. Henze
found that by making notes and starring
them in her regular class notebook little
time” and effort were wasted.

Thus, for diary studies to be beneficial
they require disciphne, direction  and
proper academe eredit.

Henze's Diary Study  * ’

For ‘the past five years, Rubin has
been workmgeon wdentifving the cogni-
tnve strategies which second language
learnets use, and has solated a number
of strategies used m both formal and
mformal settings. The list of agrategics
mehudes! (1) clarfication ventfication,
(2) ﬁmmtsrmg. (3) memortzation, ()
guessmg mductiy e inferencing, (5) de-

.(luctivc rouson'.’, (6) production tricks.

(7 ereates opportunity for practice, (8)
practicés. Rubm  found that students
most frequently report onatems 1, 2, 3,
6, 7 and 8 above. Smee she 1s particu-

and deductive reasoning 1 language,
strategies  which appear to be more
difficult for students to focus upon, she
encouraged lenze to focus on these m
her diary  In previous studies, Rubm
had identified the followmg strategies
as exemphiving mduetive reasonng in
language learnmg,
Uses ¢hies from
mg) .
Syntactic structure Sev not only . .
but alo . ")

Other iterns m the sentence phrase

Pictures ¢

Contest of discourse

Topic of discourse

Cestures .

Word association (black and wihite)
or other features which are¢ rcon-
tingent on cach other

Intonation B

Own natne languages or other fors

sgn language '

Part of word/sentence

Correlates wourd with action (1¢. stand
up, it down) -
Looks for key words m a sentence to
mterpret the rest *
Distinguishes relevant from irrelevant
clues m deducing 1.eammg o

F lgnores diffientt words—tries to get an
overall picture

6. Figures out narrative,’cumversational se-
yuence and then uses tlus to judge sen-
telice meaning .

(to guess the mean-

and the following as deductive. .

1 Compares native/other language to tar-
get language to help identify regular
,smula:itles and ifferences

2. Groups words according fo simalanty

. of endings N '
3. Looks for rules of vo-ociurrence re-

.. strictions and conteRtual/styhstic rules

4 .Infers grammatical rules by analogy
(ex: if .. . then...) s

5 Infers vocabulary by analogy (ex: if
nacion == nation, then does refagion =
relation?) .

6: Recogmzes patterns of own pronuncia.
tion and gramumatical difficulties

7. Notes exceptions tu rules (by applying
rules) and questions reason for this

8 When' using dictienary, recogmzes
himitations of dictionary in providing

Continued on page 19
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equinalents and develops a theorv

about the nature of fthese hmitations
9 Develops and rewises grasp of target
language on a contmumg bhasive—pro-
cessmg  new nformation,  discarding
hy pothieses, formulating new ones
Finds meaning of word 1tem by break-
mng 1t down mfo #s parts

10

Prior to the Arabie course, Henze had
acquired flueney in Modern Greek and
French, and had some knowledge of
German ard Spanish In her didty of the
Arabic course, she frequently used her
experience with these languages, com-
paniug structural pomnts and method of
learping. ) .

Amce this was the first evposure to

< Arabic for smost students ‘in Henze’s
class, the class began with the letters. of
the alphabet and the phonemes they

_rtepresent At the beginning of the course -

a great deal of e was spent on the
wniting system and its varations and on
readmg lists  of ¥ unevplamed  words.
Gradually, the dass went on to the
anahsis of structure and mcreased voca-
bulary mput The teacher used English
to explam all new matenal. Once the
wrniting  svstem - was mastered, the
became almost  exclugvely
grammar-transhation,, with semc pattern
" practice as well, .

. Hens®y mstructions from Rubin were
to use the schedule as a guide, but the
exampley were only to be taken as sug-
gestive of the kmd of detafl and stra-
tegies desired. She was encouraged to
note other phenomena which might de-
viate from the schedule. At first, Henze
frequently referred to the schedule, but
found' this distracting, o~ sabsequently
she kept the basic kinds of strategies n
mind rather than referring to them con-
stantly. This «llowed her to concentrate

fully on the class, and eventually pro- .

duced a wider range of recorded stra-

tegies than expected. 1t 1s important te -

ote_here though that prior to having
the list, Henze's observations of her
Jeaming were quite general and that the
hst was very helpful in forusing her at-
tention. ~

Most of Henze's obsery ations fit easily
into Rubin’s pre-established categornies.
Suice the major focus of the diary was
onanductive and deductive mferencang,
she was able to find many occurrences
of these, however, she also noted ex-
amples of memory strategies, creatmg
opportunities for practicd, practice itself,
clarification v erification, and manitoring.

Henze's most frequent deductive stra-,
tegy was to form a hypothesis about
new material, often based on knowledge
of the structure of other languages. She

then tested this hypothesis on exposure,

to more Arabic. The following example

l:ltcfrom the, diary destribes this-process.

CETETE TN 2/8 ‘ -

‘

.

‘We learned that th[re 15 & vocative par- <+ to g£o into the accusative case, withe the ap-
proprate suffixes, so 1 put ‘good spape’ mto »

ticle ‘ya' whyh comes before any name to
whick one speaks or any thugmas well, such
as the poetic ‘oh you mountan’ The . con-
cept of vocative 15 easy for me to upder-
stand becauype Creek uses the vocatine case
also. But 1¥ Greek they only use the case
endmg, . whereas i Arabie they use both
the case ending and the particle m, front
of the noun, This seemy fedundant, T won-
der why they need both? Maybe the voca-
the case ending gs ambiguous 1 fhink at’s
the same as the accusative ending, so they
would need something extra to keep® the
two cases distinet ™ (2,287/80, diary)

[lenze used inductive reasomng very
Iittle at the begmning of the course be-
cause by its nature mduction requires a
focus on oy erall meaning rather than on
grammatical analysis, or an opportumty
to use the known to decipher the un-
kifown. In the carly  Arabic classes,
Henze could not use induction because
the clsses consisted either of reading
and writing exereises usmg  unfarmbar
and unexplamed’ words, or of grammar’
evereises whose “every  detail was ex-
plamed, Hol&ever, after approvmately
two monthy, the teacher began mtroduc-
ing dpalogues and prose requiting quick
deentons as to the meanuig of utterances
whith were partially farmhar, and thus
Henze began noting far more examples
of inductine reasoning.

“I felt for the first tme 1 our elass thdt
1 couldn’t possibly keep track of all the new
infonuation bemg thrown at me. For once
it was not fed to me in manageable tidbts
My analytical tendaney went out the wm-
dbw when I' realized that T couldn’t ade-
quately sort_out both new vocabulary and
unfarmhiar varatiohs of structure, ind come
out with an accurate response Tlys over-
load, however, forced me anto a \orv dif-
ferent level of language respense, 1 found
that 1 could still understand ,what the
teacher was asking, and respond adequately
if not accurately I think semanties “took
precedence  over mdrphology ™ (3°1 1780,
diary)

The followmg is an illustration of how
Hen%e used induction.

“When we began a new lesson in the
book, George started by asking us questions
with a féw vocabulary words which we had
not heard or studied previously. He asked
me a question with the word ‘faransiyu’
I knew because of the context that it must
be an adjective of nationahty 1 guessed |
Persian becayse 1 was thinking of the Pert
slan language, Farsee, but 1t actually
meant ‘French’” +(3/18/80, Miary)

Although many of the observations
Henze madewere, already itemized m
Rubin’s sschedule, Henze was able to
provide some new strategies. In par-
ticular, she observed herself making
conclusions about rule priority

“I tried to make- a sentence n Arabic
“You don’t feel good’, but word for word
translation would be more like “You're not
in good shape’. ¥ knew that the negative
particle_causes the predicate of the sentence

Y

N A .

-

-

Lor

the accusatne, But George said no, aggd
corrected me by putting 'g()'(‘)d_' shape’ m the
gemtne case. He asked mye of 1 could figure
out why Tmaid it must be hecause ‘good
shapeMis used m a-prepositional hrase and
musg therefore take the gemtive endmg, In
other words, 1-found out that the rule for

. preposijional  phrase  plus, gemtive su(gn
takes precedence over (ISM" negatidn

plus  accusative
diary) .

predicatd” (3 13 80,
Another strategy whiéh was not hsted

m the schedul® was that of sublimmal

rcheafsing. 2

. ~ .
This. morning when I woke up I became

> donscrous that the Arahie word  mouathafa

was repeating atself momy head, T recog-
mzed having hearl‘lf before, but didn*
know the meaning.” (3 13 °80, diary)

Later on, Henze moticed the same kind,
of rehearsal  with  largers language
chunks  phrases and -short  sentences,
some of which she wssociated with mean-,

mg and others which, were simply sound™

patteins committe®d3 memory. ro.

In the pyocess ‘of analysis and evalua-
tion, thc“pr"Iatfomhq)s among,, the stra-
tegies Rubin histed changed and m part
became mote complex Speaifically, we
came to sée that there could be three
steps’in a learning procpss. (1) Aware-
ness orsclection ofan dppropriate action
actaty  for learning, (2) Achioh
which permits activity to take place,. (3)
Activity which  enhances “or  promotes
learning. Hence, learher selection of a
particular action or actwity, such as pre-
ference for practiemgthe FL, would be
step 1. Creating an ()pportum‘ty for prac-
tice would be step 2, und actual practic-
mg muight be step 3 A particular student
might do anv or all of these, but the
ability to recognize that he she does all
three indicites a deeper gwareness of
the learnmg  process. The followmng
quote fromethe diary 4llustrates the three

‘te
steps .

“We went over our homework frome the
previous tihe m “lass, the homework con-
asted of questions to wlhich ave had -to
write  plausible yves no apswers,  George
read us the questions and we tried to read
the answers we had put down eon paper
several days ago. I found this quite difficult
“and  counterproductpe, though the other
students seemped to function OK.. 1. had
trouble reading and hstening at the sanie

Stme If 1 lstened, T lost my place on the

page. If 1 read, I answered mecnanically
without having anderstood the question. So
I turned my homework paper over and just
listened, creatmg new answers i my head
or out loud if 1 was called upon That
worked much better "1 guess the unfami-
hanty of the script creates an either-or
situation for me, if I'm tryurg to read, I,
can do nothing but read.” {2 '26"80, ‘diary )

In Conclusion. . .

Henze's diary shows us that despite
Continued on page 24
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arguments to the contrary, it is possible
for a student to observe his/her own
leamirg grategies in a language class
without impeding leaming. In fact, this

*study indicates that thoﬁe(are definite

benefits from making sucli observations.
Henze said that.the research helped ‘her
to focus her learning, and that by the

end of the course she had concx’etized‘

some vague notions about her own leam-
ing by providing specific examples. After
the study, Henze could more clearly see
how she uses her kiowledge of other
foreign language structures in the com-
parison and modification , of hypotheses
in learning Arabic, In addition, the diary
helped Henze to evaluate her own leam-

cases to manipulate sitlations so that
she received the most benefit.

In the final categorization process,
Henze was able to see which strategies

she used most frequently, as well as’

which factors might influence this (i.e.

type of class activity, level of ‘class). -

The study provided Henze with. valua-
ble research experience and with the
opportunity to better understand the
nature of her own and others’ learning
techniques. It also enabled her to see
how little we know about the strategies

of language learners and how much we “

have to learn.

We would like to suggest that gainifig
these insights is an important process for
a teficher, and that directed diary work
while fulfilling the FL requirement i§ an
Jexcellent way to maximize the value of
the FL requirement for TESOL student

teachers.
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arguments to the contrary, it is possible
for a student to observe his/her own
learning strategies in a language class
without impeding learning. In fact, this
study indicates that there are definite
benefits from making such observations.
Henze said that the research helped her
to focus her learning, and that by the
end of the course she had concretized
some vague notions about her own learn-
ing by providing specific examples. After
the study, Henze could more clearly see
how she uses her knowledge of other
foreign language structures in the com-
parison and modification of hypotheses
in learning Arabic. In addition, the diary
helped Henze to evaluate her own learn-
ing strategies, enabling‘ her in some

. . . \ . '
s T, '
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TR
e zzes t6 manipulate situations so that”™:»
: received the most benefit. - ,

In the final categorization process,,
Henze was able to see which strategies .
she used most frequently, #s well as
which factors might influence this (i.e.
type of class activity, level of class). -
The study, provided Henze with valua- .

ble research experience and with the X
opportunity to better understand the e . -
nature of ber own and others’ learning : - . !;‘
techniques. It also enabled her to see : T iy

LA

how little we know about the strategies
of language learners and how much we
have to learn. '

We would like to suggest that gaining
these insights is an important process for  ° '
a teacher, and that directed diary work
while fulfilling the FL réquirement is an
excellent way to maximize the value of

« the FL requirement for TESOL student
teachers. ’ > ’
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A look htles appearmng in ESL
journals of rccent vintage evinces an in-
creasing interest in sociolinguistic aspects
of sécond hnglmgc ompetence. Thi
new mterest in the social and contextual
aspects of language proficiency hag.gen-
cmll)’becn presented. under the rubrics
of commumcm\e compctcncc “prag-
matics,” or “sociolmguistics.” Despite
these ldbelmg differences, nearly all of
these discussions share the gencml theme
that second language learners need to
know the rules of appropriate use of the
language in real social conteats as well
as theTevicon. diction, sound system, and
syntax of the language.

« = This paper reports the results of some
prehminary expeniments directed to dis-
. covering ways to improve mtcr\ 1ew test-
ing of ESL. The tests used in.this pilot
studydmclude o dictativu-completion test,
.o cloze test, dnd two interview tests
These choices revedl o bias toward “in-
tegrative testipg” Different mtegrative
tests 1deally should De highly correlated
with one anothers because ecach Should
Cemploy tasks which call upon the whole
Inguistic contextual competence of the
test taker At first glance mare than one

. good mtegratine test should be redun-
dant However. ot 15 impprtant to dis-

R tingrish between testing for pravfiaency
cu, speaking and listewng, ahd testing

<for proficiency m reading and writing

It -is obviously possible to gam com:

plete profiacuey in speaking’ and histen-

g without attaming any proficiency at

all in reading and writing,, Any wntten

test by ats nature will he influenced by

the test taker's degree of familiarity with

the English graphic system. This prob-

lem casts doubt.on the valldlty of any

. Cewntten test as a measme off English
language profictency—at best the” score
on a written test confounds simple lan-
guage proficiency and clearly indepen-
. dent skills associated with reading and
"59 - writing,* Without a good tea}'()f lan-
"guage proficiency  which ¥V indepen-

-+ dent of the skills needed in reading and
\« .writing, we cannot ascertain the degree
# of damage to written tests resulting from

" this factor. Two conelusions arise from
.these consideratjons: 1) a need exists for
a-reliable non-written test, perhaps an
Jrgproved mterview test, and 2) adminis-

s tration of a number of different written
integrative tests is not redundant in so
far as they depend to varying degrees
on the presence of reading and writing
- skills (which also need_ to be assessed).
This cxperimént compares the inter-
view test which is a part of the Penn
State Enghsh Proficiency Test {PSEPT)-
with a new ‘interview format which
stresses contextual- sensitivity as well as
linguistic competence. The PSEPT inter-
‘ew test consists largely of the conyersa-
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IMPRQVING INTERVIEW TESTS

by Paul Nieholson
University of lllinois

tich that tmnsplrss while the interviewer
gathers biographical data for Language
Testing Center records. The interviewer
may also interject light conversation to
afford more variety of stvle and topic. At
the close of the interview. which gener-
ally takes fifteen to twenty-minutes, the
mterviewer scores the interviewee on a
one to seven scale for speaking compe-
tence, and on the saine scale for listening
competence.

The new interview format centers
around five prerecorded conversations.
These range from quite formal (an ex-
cerpt fromn tadio news, a business tele-
phone conversation) to quite informal
(a married couple diseussing domnestic
trivia).. The new interview format at-
tempts to mmprove on the traditional
format _in two respects. First, it was
hoped tlmt the ney test format would be |
4 more v ‘alid medsure of overall com-
mumc.m\e competence. Second, 1t was
‘huped_ that the new test fr)rnmt would
\wI;'l greater mter-scorer nlﬁll)lht\ and
supf rior test sensitivity,

§everal features of the new test format
arc intuitivelv related to the first’ goal

Interyiewers were ashed to assess both.

the iuterviewee’s ability to paraphrase
. ' I e

the linguistic content and his ability to

describe the context of the conversation.

The taped conversations used were ac-*
Furthermore,,

tudl candid ” consersations.
Jthese were deliber rately selected to span
. a range of style variation. ‘
Greater interscorer reliability, and sen-
sitivity were eapected to accrue from the
followmg features of the new test format.

I. In the new test format the mitial ques-
tions for each item are prescribed to the
interviewer, and are therefore uniform.
Each interviewee response 1s separatels
scored 1 the new format -
‘[he criteria for scoring .interviewee re-
ome 1s explicitly stated m the mstiuc-

tlons to the interviewer.
1

By contrast, the traditional mterview is
scored with the two ovepall subjective
judgments—one each for listening and
speaking. The traditional mterview for-

mat procedures do not speaify what par-
ticular aspects of the interviewee’s per-
formanve should be assessed.

The tradstional PSU interview format
gives nd explicit critena_for scoring in-
performance. One would,
therefore, expect that different interview-
ers would.apply different personal de-
finitions of shat constitutes speaking
and listening proficiency. This would be
reflected in widely divergent degrees of
interview test with written test corrgla-
tions among different interviewers. The
new interview Tormat, on the other hgnd
provides explicit criteria for scoring in-
terviewee response. Accordingly, one

a

1

1
1 ~

would expect more uniformity -in the
relationship between written test scores
and interview test scores,

. The new interview format 1 based on
mterviewee 1esponse to taped Conversyr
tions, The respouse 15 based solely on”
verbal and  prosodic* mformation  con-
veyed by the tape. One of the funda-

~

,miental assumptions of integrative testng

15 that normal speaking and listenmg 1e-
quire a full complement of mtegrated
language skills. Understanding the con-
test of a communrcative event should be
as central to overall competence as un-
derstanding the literal propostional cou-
tent, Smee all of the wntten tests used
m the PSEPRT arc integrative (at least
tb@ large degree) at seems reasonable to
expect the relationship between the
scores for sensitivity to conteat and the
written tests to be comparable to the
relationship between wrtten test scores
and mterviewer assessment of lingustic
seompetence. The dispanty between -
terview test scores and wirtten test scores
for both of these interview measures
should be explammed-m terms of the read-
g and writng skills assessed in the
latter but not in the former.

Results

Ag'{rccmcnt between interyicwers usmg |
the new mterview forinat was much
. higher than agreement between inter-
viewers using the traditional interview
format. The differences between anter-
viewers using the new, format, however,
was pronounced for the completion and
cloze test. The eapected greater agree-
ment for mtersiew with writtenr  test
scores did oceur.

* Interviewer assessment of sensitivity
to context was clearly at least as good a |
predictor of written test scores as lin. <
guistic competence. The results are
hmited in scope, and even wnore limited
in generalizability.

Scores for linguistic competence and
for sensitivity to context were equally~
good predictors of written test scores de-
spite the fact that they were correlated .
with each other at ouly the .65 level. It

‘is interesting that combined scores for

contrast,
.

.

linguistic competence and sensitivity to
context were in most cascs better predic-
tors than either score separately. That
the new test combined score correlated
highly with cloze test scores is also en-
couraging. The cloze test is the most in-
tegrative of the written tests used in the
PSEPT and should therefore correlate
‘highly with any other test that taps the
overall compétence of the test taker. By
the traditional interview test
correlated most higlily with the dictation
test, and least highly with the cloze test.

These results suggest two practical
benefits of a more structured interview
format of the type disecussed in this

Continued on page 28
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Continued from page 25

paper. Furst, it appears that (lclll)qrate'ly
including contextual as well'as linguistic
elements in the design of the interview
test increases s validity by msuring that
a larger part of the speaker’s overall
competence 1s assessqd. Secondly, by
standarchzing the linguistic input to the
interviewee and by making S(f)ring cri-
teria cxplicit, a greatc# degre¢ of relia-
bility can be attained. I

The results of this pilot study at once
substantiate the promise of an interview
forinat which assesses the interviewees
ability to reconsfruct context as well as
his ability to paraphrase linguistic con-
tent, At the same tmme, this stud¥ high-
llghfs the nced Yor a much: larger scale
Ytudy which would_ permit statistically
more powerful tests of the relative re-
hability and validity of the approach
proposed 1n this paper. It would also be
desirable to compare a varety of ap-
proaches to introducing stylistic and con-
textual elements into interview testing
Of course. a direct test of interscorer
reliability is critically needed. The small

a . L4
number of Subjects and mterviewers«

avallable fof this pilot study made all of
these refinements impracticable. .
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I . ; Nashville - terials, I emphaSize those activities that
- briefly the teaching inethods cmployed can bg done by the fofeign students in
Editur's Note  This prcuwusly appeared  and to demonstrate how the specific\ac- + the regular classrvom. This assistance is
in the Oct TN, but the lust column was  tnaties selected can improve compreien-  appreciated by the classroom teacher
madve rtently left. out The article is re- sion, strengthen vocabulary or ificrease  andis beneficial for the student since 1t
prited here i full control of grammatical structures. maintains continuity Jbetween the ESL
The relationship of the ESL teacher + In addition to discussing the school's and reguar classroom programs.
and the classroom teacher 1s an unfor~  program and the role of the ESL teacher A simple picture dictionary is a par-
. tunately neglected area i ESL educa- 1 the program, ESL teachers must also  ticularly helpful cxample of the type of
tion. Communication between the two encourage the classroom teacher to con-  material that can be used in the class-
teachers generally awaits the first appear-  tinue the process of language educdtion  room. The peer teachers can utilize the
ance of the foreign child, report card within the homeroom. Beneficial pro-  book to drill vocabglary, reviewing spell-
time and ensis situations. Alltoo often  posals are those that are specific and ing, reproduce pictures of the dictionary
« the classroom teacher is unpfepared for serve to incorporate~the foreign child entries as art work as well as many other
non-Englisly speaking students. My in- into the regular classroom. « applications the students will devise
tention in this brief paper is to offer A good starting place for practical sug-  themselves.’ .

¢

.

PROMOTING GOOD RElATIONS
WITH CLASSROOM®TEACHERS

by Elinor Gregor

some practical saggestions. for establish-
ing good relations with ¢lassroom teach-
ers prior to thur contact with foreign
children. If Wt can enlist the dassroom
teacher as a strong supporter of non-

~ speakers.

English speakers in the classroom we

will construct a solid basis for enhancing
the educational experience of both na-
tne and non-natne English speakers.

One of the more potentially difficult
situations faced by ESL nstructors 1s to
encounter clagsroom teachers who have
never had non-English speakers in therr
classes. Realistically, such children can
be a considerable burden for teachers
untrained m  working with them. A
classroom teacher who is understandably
apprehensive and concerned about this
new experience represents a special chal-
lenge and opportunity for the ESL in-
structor.

One device that I have found effective
in facilitating a collegial, working rela-
tionship js to spend a few minutes with
each classroom teacher prior to the open-
g of school. Since much of the mn-
formation about new programs is based
on hearsay and rumor, the first topic
discussed is the nature of the ESL pro-
gram. Many teachers welcome a brief
description of the rationale behind the
program and its role in continuing the

*American tradition of providing a haven

for immigrants fleeing repressive regimes
and seeking ‘improved educational op-
portunities. Although 1t seems obvious to

<m — s
special materials created for non-English
Each ESL activity, whether
songs, games, art projects or stoples, is
selected to facilitate the child’s lapguage

competency. It is helpful to (explain

.

gestions is the classroom seating arrange-
ment. I regularly advise my dassroon
collegues to seat the forcign child next
to a sociable, outgoing student who can
assist both the new student and the
teacher. This role should Dbe rotated
among all the studcx}t:)n the class so
that each child has the opportunity to
bedbme imohed m the teaching situa-
tion Tempting as it 35, I do not beleve
that children who speak the samne lan-
guage should be seat mates. On vccasion
a bilingual chald can be a helpful inter-
preter, but this assistance should be
kept to a minimum. It happens all too
frequently that new English learners be-
come so dependent on another speaker
of the same language that they wait for
translation rather than put forth the cf-
fort to understand the English directly.

The duties assxgned to the seat mate
- include explaining the assignments of tlie
day and assisting in the child’s adapta-
tion to the new American classroom
through friendship and support. Peer
teaching starts the non-English speaker
into the school year with a nctwork of
special tutors who are his friends and
helpers. The American children who
serve as seat mates receive first hand ex-
perience with foreign children and de-
velop qualities of patience and under-
standing as they help the child solve
problems and deal with unfamiliar situa-
tions. Being spared the drudgery of con-
stant repetition and demgnstration” for

. the

4

beoks and art activities is an essential
part of the classroom teacher’s under-
standing and appreciation of the ESL
program. In discussing curriculum ma-

In .addition to the picture dictionary, ,

lassroom feachers should be encouraged
to use other ESL materials for their non-
English speaking children. .Language
materials, workhooks, cue cards, bingo
picture gamies, and other devices that
are part of the ESL teacher’s standard
repertoire can be shared with the class-
room teacher for «wtra practice, revxew
and enrichment. ‘

Another way in which ESL teachers
can extend. the impact of their instruc-
tipnal efforts is to acf as liaisons between
non:English speakers and American chi}-
dren. Some of the material shared with
classrooh  tcacher. for example,
should focus on the ESL child’s country
of origin. A good ﬁrst project is a book-
let on the native country. Pictures and
descriptidns of maps, ffags¢ types of
houses, principal products, foods and
samples of the wrntten language' are a
few of the items that can be included.
At the same time, the entire class (or
the seat mate) an‘%ut together a paral-
lel booklet on the United States, theref)y
participating in a social studies unit
based on the Lomp'lratn*e study of both
cultures. .

In conclusion, ESL te.uhers do well to
reach out to their elassroom colleagués
The time spent with classroom teachers
gives the ESL teacher a better under-
stauding of their viewpoint and an op-
portunity to present the school’'s ESL
program in a positive light. Simple, prac-

. teachers of ESL, it is well to pomnt out one individual student, the classroom tical suggestions encourage a positive
that in the Umted ,States there can be teacher more easily accepts the foreign attitude towards non-native English
no equal oportunity without fluency in | child into the classroom. speakers and prepare the classroom

«

English. I have found it especially help-
ful to assure.the classroom teacher that
the ESL program is_designed to provide
non-English speaking children with the

Once the initial seating problem is
resolved and the general student-teach-
ing-student plan is discussed, the ESL
teacher can address what is, in all likeli-

shortest and smoothest route to English hood, the overwhelming concern of the

language competence.

After giving a general overview of the
program, ESL teachers should define the
special role they play in the child’s ac-

é;uxsmon of English! ESL teachers are,

Q

bove all, language teachers trained in

classroom teacher: how to keep the non-
English speaker occupied during the
day. I have approached this problem
by bringing my language learning ma-
terials to my first meeting with the class-
.room teacher. Familiarity with the text

-pecific methodology and equipped with  books; language leammg games, work-

teacher to work thh them effectively.
Above all, personal contact with _the
classroom’ teacher <reates an atmosphere
} mutual respect that provides the
foandation for future growth and de-
velopment.

ATTEND THE 3rd ANNUAL
- SUMMER INSTITUTE

Teachers College, Columbia University
New York City—July 6.Aug. 14
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ENTERING THE 80’s—SOME PROFESSIONAL -PERSPECTIVES B

Vbt s the tatine of lancuade teach-
md teachor-trammg, and the status. of
the protossion e the cves of the public

> I'd ke to toudhy upon several
I\é(’ sith the pupose not of k-
g awny nele predictions about wher

we gt e ome 1990, but to at least
pique vour mtaost and coneern abuoat
vhere yvou ey be s an dinidud]

swithin theeprofession and to encourage
voir to think of wheore the professional
ordanization serving your mterests should
e womg m the nest decadc You nia

Ol ndw ot agree with niy assertions,

~Condlustons, descuptions, or pre(h(tlun\

Q

bt p(llm(vx thoy can sery e as a starting
pomt for tutyre discussion, N

FEACHING THI, LANGUAGE
I EARNER \

]’nhlhap\ thore s no othertarea of m-
torest coual to this fist one—teaching
the language leamor—to the profession
at large After all, isn’t our busimess that
of tcaclnny, and aren’t our students those
learmme Enclish ay o second
The Uterature v filled with

Ahooare
language?

rosearcli concered with mproving thn\\

istructuns ot the hnnted English

speaker ’

The 1970y witnessed o great surge
voncgrn b teachimg methodology  and
movatiens i the development of lass
ro o it rials, comsumable and noncon-
siimable We were (lclug((l \\ ith acro-
Jams  ALM, (LL, ABE, ., EST.
FAP VESL. CBf, CBTE, CAI, LEA,
NABE, LEP. SIG, APL, ESEA, BESC..
ete Perliaps we . can characterize the
Y0 wy the decade of the acronuin
tDOTA>

Behavionism was thrashed about, but
not completely  discarded, and  cogni-
tron and Tmansm became cveryone’s
Civonite schools of peychology.*The de-

ERIC -
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that responsibility

selopimients e teachimg methodology

the 705 have been refenred to as the
“centle revolution”™ by oat o least one
teacher tramer tor several 1easons we

Live moved from a basically teacher-
contered mode to a more student-cen-
tered modc —from a mechanstic view of
the Tanguage leamer to a mote organ-
e view —from g notion of the teacRer
asresponsible for all learmng, to a
notion that the student should assume
These changes can
mdecd identity the T0% as a pessd o
Srevolution ™ Seen m - the 1 largen [)()lltlhll
cultural context, the decade of the 707
was g peniodeof wieat mstability and fluy
m tNs countiy, - education m general
and m language education i particulan
The ehinmation of foreign language 1e-
quiements e colleges and unis ersities
toalted e senows 'reductions e lan-
aiage e, At the public schools,
The cry for “accountability™ of teacher
and stadent has not left the language
teacher and language Jearner upscathed
Vestiges of behaviorist thmkme can 1
scen 11 the movement toward compe-
tenov-based education and teacher trani-
g, behavioral objectives, and nummum
performance, levels The key to these
trengls has been “accountability ™ These
trends are bound to contmue into the
SO0y althougly theie has been a notice-
able  disenchantment  with  several  of
these trends o the past few  years
Tighter budgets, smaller enrollinents at
the glenicitacy and secondary levels, and
'nl(lvr,

an more ~yghly pard teachmng
force \u% all put presdyres on the system
to provide more and fgster results, We

are a results-oriented society The ends |

often: qstify the means, Materaly will
Liccome more (‘,\p(-n\i\'(‘: with mcreased
production costs - Teachers will he e
pected to spend mgore of their own time

| 1.

, by Richard Orem
Nortlicrn Hlimors Univ ersity

o matenals development Yet, as Joan
Motlev pomnted ont at the 1979 TESOL
Couvention me Boston, very tew cunently
cinploved ESL teachers, only 300, have
had any ttamme at Al m FESL, and ven
few who have rcconed taming have re-
cenved 1t the wed of matetals de-
seloprent: The bulk ot teachers enter-
mg the field, theretore, will continge to
depend for the most part on commercial
materials wlich will only aceelerate the
tush of publishars to mvest resources m
this dresd andd chicotmage mnnovation on
a nation-wide scale

1 lope T haven’t pamted too bleak a
preture at ths pomt Let e reseal what
4 see as some promsimy positive trends
m nmethodology and inaterialy develop-
ment for the 805, The trend toward
nu\ﬁ humagistic | education  will - an-
doyhtedly ;,dtll(l momentum in the 80’
led ¥y cducators who will have ¢nough
couraegto deby the hack-to-basics men-
tality of the late 70N, We are witnessing
thiy humanstic ttend - materials de-
velopuient wath mereasing focus on the
learner's Cconmmumcation needs, as den-
tihed by the learmner, not x()lcly by tet-
book wrters We are begimning to see
a4 growmng awateness of the problem of

literacy among  our d(]olgsc‘(nt and -

adult population, both natite English
and non-native Enghsh speaking. Ow
country has farled many attemipt to this
dav to 1evene the trend toward a more
and morealliterate soets. The presure
placed on our public school systenn by
growing numbers of alhterate and «ven
preliterate refugee populations s more
than smiply an educational problem, It
v also a political, socal and economic
problem

Toeslow this trend toward literacy
we mast look tos methodologies which

Contmued on nevt JHIEC
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- perceptions of reality and “the world .
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ENTERING THE 80’s

Continued from page 1
LY

can be better suited for thesé new stu-
dent populations. Audiolingual method-
ology was fine for a basically well ed-
ucated student group who already had
developed basic skills in ipductive think-
ing and were literate in their language.
But what of the new .ESL student who
is essentially illiterate and unschooled?
To deal with these students we will 3ee
greater movement toward bilingual pro-
grams at all levels, elementary through
adult, to the use of the student’s native
language in developing first and second
language skills. To accomplish this, we
will have to see an increased interest in
foreign language education of native
English speaking TESOL teachdrs.
adult literacy education we are
seeing more attention paid to language
experience, survival English, and a rec-
ognition of ¢ertan psycholinguistic prin-

ciples—namely that the individual brings -

to each lesson a set of experiences, at-
titudes, values, feehngs, which affect is

around him. ‘)

An approach which has received much
mternational attention, especially in de-
veloping countries, and one which is
being Tooked at in this country by a
small cadre of adult educators in part:-
cular for 1ts appheation in hteracy edu-
cation, was developed by a Braziian
educator, Paolo Freire, an intellectual,
Christian Marxist, exiled from his native
Brazil, and from Chile, currently work-
ing fof the World Council of Churches
out.of Geneva, Switzerland. His radical
approach to literacy educatiop is emg
bodied by the realization that education
1s not a neutral force, that it is a social
and political force, the absence of which
has effectively disenfranchised the poor
and disadvantaged. Although I see little
chance of a wide-scale adoption of the
Frewian philosophy in education circles
m thi country (1t is extremely threaten-
ing to those who hold power), I see a

movement in the 80’s toward a

oy
realiz8tion that in order for our countryg,,

to remain viable as a political and eco-
nomic force, we must adopt a policy of
commitment to reduding the absolute
and relative levels ‘of illiteracy in this
country. In order for this to be accom-
plished, we will need to make a national
commitment.

Another trend in_ materials and
methods which I see advancing into the
80's concerns the technological advances
in ‘computers and Computer-Assisted-
Instruction (CAI). Advances jn tom-
putor technology with decreases in cos
will make it possible for even smafler
school systems to invest more heavil
this area of instruction. By 1990 a crite-
riop, of literacy in this -country may be

Q 's“ability to successfully program and

ERIC
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operate a small home computer. The
advent of computer games and their

popularity among youngsters as well as

adults 1s a poftent of things to come in
language teaching.

TEACHING THE LANGUAGE !
TEACHER

. .
My second area of concgm is“teaching
the language teacher. Herd I would like
to speak to issues related to the growth
“of professionalism in our field, what the
future of professionalism may be jn the
80’s, and the state of the art in yéacher
training in the United States.

\' The growth of International TESOL
and its affliates in the 70’s is a sign of
the increased professionalism of the field.
Yet this growth in the professional
organization has scarcely affected the
policies and procedures by which many
ESL ‘teachers and Jilingual educators
are hired and fired. The status\gk ESL
and bilingual education as margfal m
the general field of public education—
from elementary to adult levels—is evi-
dent wherever you turn. Part-time or
auxiliary status often characterizes the
ESLvbilingual educatqy in most pro-
grams. Evidence of this second class
status  was wwidly illustrated several

* weeks ago in Chicago when the Chicago

Board of Education shifted elementary
teachers into adult programs and adult
teachers into elementary programs in
ordet to even out some imbalances in
instructional loads brought about by stu-
dent pepulation shifts and budget cuts.
The basic principle followed in these
shifts was -seniority and tenure, not
necessarily qualification Qnd training.
There is a growing push i\ Illmois, for
example, and elsewhere in United
* States for certification of ESL tedchers

Certification is not a cure-all. What «

may happen in the 1980’s is that this
single issue of certification will push the
professional organizatidn toward a stance

more akin to unionism, not professional- '

ism. At that-point we may find ourselves

_as a group more interested in the lan-

guage teacher than the language learne
This movement toward certification(1s
also in part a reaction to the attacks frqm
both inside an® outside the professiqn
on the whole process of teacher educa

tion. Herg in Ilinows, for example, the .
presr\nst,oeagotential language teacher has

available over a dozen institutions -of
higher education which offer programs
of study leading to bachelor’s, master’s,
and doctorate degrees m  bilingual /‘bi-
- cultural education, linguritics, TESOL,
and related fields. )

in addition, a number of federally
and state funded agencies provide an
-abundant array of inservice workshops
for specific needs of teachers, administra-

tors, counselors, and para-professionals. -~

Most of these programs of teagher edu-
cation in institutions of higher education
are built on traditional models of teacher
education—they are theory based rather
than field Dased. Potential teachers
spend 93 to 100% of their tramning pro-
gram m the classroom as students rather
than teachers. When they recewve therr
degree, they have some competence in
literature and language, but little ex-
periece in application. Teacher tramers
may oxgourage these new teachgrs to
expertmed, to find what works, tp pick
and chooseto be cclectic Yet perhaps
this advice Yo Dbe eclectic, is really a
copout, an admission on our part that
we really don't know what works, that
in reality, every method so far known to
ESL and bilingual education is inade-
quate. Doesn’t all the research of teach-

which would hopefully end sugh~prac-: mg bffectiveness pomt to the teacher not

tices. (Bilingual educators already pos-
sess certification in Illinois.) To many,
ESL and hilingual education certification
offers a panacea, a cure-all for what ails
the profession. With certification would
come increased job status, more job
security, a recognition of professional
worth, perhaps even a raise jn pay. Yet
certification does not guarantee any of
these. ' i

_In adult education, the issue of cer-
ification has been discussed, ad nau-
eum, for several years. In many states
lkgislative and professional bodies* have
rbquired certification of a number of pro-
fassional groups—pharmacists, nurses,
eterinarians, teachers, engineers, and
any others. Just as interesting, in sev-
eral states which were leaders of profes-
sional certification in the.80’s and 70’s,
we are witnessing a backlash against cer-

- tification and actual repealing of laws*

requiring certification. The reason? It is
generally agreed that you can't legislate

competence. -~ .

19

the method, as the one cructal variable
determining success in the classroom?

Perhaps we have owérlooked in m Y

teacher trainmng programs a very Tuhda-
mental point which should be empha-
sized in the next decade. Materials and

methods all reflect this, basic deﬁcie‘nq\
e

in our traming programs. We may b
very good in training teachers in the. use
of specific techniques, gadgets, in a cook-
book approach ‘to the classroom; but we
have been very lax in- developing a
cadre of teachers who know why they
do what they do,and who have bothered
to develop a philodophy of language
teaching. In other words, to tell a teacher
that it is OK to pick and choose mater-
ials. and techniques from a variety of

methodologies can be interpreted as an -

admission of a lack of understanding on
our own part as to why we are doing
what we are doing. Teachers, too often
lack a basic philosophy of language
teaching which can provide them with

: Continued on page 3
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ENTERING THE 80's .

‘ Contuniued from page 2
a general fr.amcwork within which to de-
sign "therr "daily activities. This philos-
ophy can provide a consistent approach
to language teaching and brmg the
teacher to an increased awareness that
teaching- cannot, should not, be con-
ducted on a day to day basis. “The what-
gan-I-do-tomorrow-morning sxndromc
‘runs rampant among all teachers today.
“Unfortunately, I see Iittle to indicate any
change n that direction for the 80’s. As
teacher trainers “we must stress self-
evaluation and the development of per-
sonal phlosoph® of language teachmg,
to overcome this deficiency m the §0%.

TEACHING THE
. NONPROFESSIONAL PUBLIC

The third issue I would like to discuss
Js that of teacling the nonprofessional
public. This is where TESOL and affili-
ates as professiond] organizations can and
must be more influential in the 80’s. 1
sce the decade of the 80’s as a new
decade of growth for TESOL and a de-

. “cade of greater maturity. With added

matunty will come greater responsibility
and a greater wmvolvemenf in an ad-
vocacy position for its membership. At-
tempts gt this n the recent past include
such examples as the receut testimouy
ptovided by Illmois TESOL BE orga-
nization gt the Lau hearings in Chicagu
lust September. The existence of our jubs
is dependent for, the most part on legisla-
tion at the state and federal levels. Many
f us lack job security because of locul
program priorities, agan dictated, Ly
funding lévels. The name of the game
for progress in the 1980’s will be ad-
= vocaey of professional goals whether it
be obtaining certification, higher salaries,
greater recogmition pf importance of vur
Jubs among the general pubhe, or what-
ever, This profe§ Onal organization will
find the opportunittes presented to 1t
more numerous in the 80’s thau at uny
time in the previous 10 years.

We're talking about the public image
of second language instruction and biliu-
gual education, of convincing the general
public, and in particular, state legislators
of the value of this work. By the way,
there is a good chance that for at
leas the next four years, if not eight,
that'funding for bilingual education and
ESL will increasingly depend on state

. resources, rather than federal, or state
determination of funding levels, not fed-
eral. Sp, it's time to begin courting our
state representatives, ‘

The image currently held by the gen-
eral public of our profession, of at least
of our professional goals, is not the best.
I was recently traveling by car through
central Hlinois and happendfl to tune
into a Paul Harvey news broadcast. Now
Paul Harvey has never been known for

@ "Meral thinking, and could be considered

ERIC
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‘Americans who voted m

a setious spokesman for the majority of
November’s
general lection. The topic wits-bilingual
education and his position was why do
we need it? We should be teaching all
children and adults in this country how
to speak, read and write English mm-
mediately, that hilingual education actu-.
ally promoted dversity, which so ofﬁ&?
leads to friction and clashtes among min-
ority groups in_a pluralistic Society. He
cited the cases of Canada, Belgium and,
India as bilingual ‘societies *where there
have been threats to "the status quo of

nition on the part of the individyal that
his or her view of the world is not uni-
versally shared i .

2) State of the. Planet Awareness—
awareness of prevailing world conditions
and developments

3) Cross-cultural Awareness

4) Knowledge of global dynamics

5) Awareness of human choices—some
awareness of the problems of choice con-
fronting individuals, nations, and the
human $pecies as tonsciousness and
knowledge of the global system expands.

those nations as a result of language | The implications of this trend for our

policies Bilingual education does face
an image problem in this country. Ornga-
nizations such as TESOL must take the
lead in trying to improve this image.
One way of overcoming an image
problem and improve our skills at lobhy-
ing 15 by developing linkages with other
state organizations wath simnilar intcrests,

- FLTA (Foreign Language Teachers As-

sociation) and ACEA (The National
Adult and Contmuing Education Asso-
ciation) and therr affihate orgamzations

of educators whose futures also depend L

a great deal>on their ability to present
their cases to funding agencies and local
education agencies. ’

A final ssue I wguld like to talk about
with petential for TESOL has been 1den-
tified with the term “global education”
This concept was treated at length in the
1979 Report of the Illinois Task Force
on Foreign Language and International
Studies. To quote- Educators and the

.general public must accept the challenge

to develop a global education that will
prepare opr citizens td cope with a di-
verse world with its ‘many ethnic and
cultural systems. The’ need is for: a
broader humanistic approach toward ed-
ucation, which requites new cqmpeten-
cies and new broader, persp
atizepship. It is becomidg increasingly
clear that the world is demanding new
attitudes from all of us. According tu
Robert Leetsma, USOE Associate Com-
missioner, among other competencies and
sensitivities, each individual needs to
develop:

-
1) Some basic cross-cultural understand-
ing, empathy, and ability to fommunicate
with people from, differert{icultures.

2) A sense of why and how humamty
shares a common future—global issues
and dynamics and the calculus of inter-
dependence’ Lo

3) A sehse of s ardship 1n use of the
earth and accep dn'g:\\.of the ethic of
intergenerational responsibility for the
well-being or fair chance of those who
come after ug., 4

e R

Later in _thhé same repbrt, Global Edu-
cation is defined in terms of five dimen-

signs:

1) Perspective Consciousness—a recog-

professional urgamzatiop® are profound.
We must as a profession recognize in
wholistic terms the' interdependence of
all of us, in a continually shrinking yet
more complex world society. Unfortun-
ately, unless this concern is shared by
our political leaderslup m this country
the concept of global education will not
flountsh. The actions of the new natiohdl
admmstration m. the next two to three
vears could veRy well set the stage for or
agamst this trend i education” for the
entire decade. ’ —

SUMMARY

\ 4 r .
To summarnize, I've tried to share with
vou a uumber of ssues wlich wall face

"our membership mdividually and collec-

tively m the 80 from my profesgional
perspective, We will see greater use of
new humanistic methodologies and at the
same time greater expluration of the use
of technology m the form of computers
and computor-assisted mstruction. ‘Our
country will contmue to face the con-
timung problems of massive immigration

and our membership will ¢Snfront the
education of these new Armencans in the |

classroom,
Certification of ESL teachers in the

ives of wapublic schouls will Iikely be resolved in

the uext decade. In order for us to be
mvolved m the process, we should start
the process withm our own organization
of wdentifying those standards, behaviors, -
characteristics, comp®tencies or whatever
you wish to call them, which a trained
ESL instructor at whatever level should
possess. Whether or not you support-ger-
tification, everyone involved in teacher
trafning m ESL of Bilingual Education
must impress upon teacher trainees the
importance of continuing their profes-
sjonal education through membership

d active" involvement i professional
organizations, and by continuing par-
ticipation in various inservice activities.

And finally, this professional associa-
tion, mn collaboration with other educa-
tion assuctations serving similar clientele
must link organizational arms in the 80
to convince the public of the worth of
our efforts and the need to promete the
concept of global education, undoubtedly
a concept which, if we agree with it, will
nced our support m the next decade. O
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SL AND BILINGUAL TEACHER

* CERTIFICATION IN PUBLIC SCHOOLS,

COMMUNITY. COLLEGES, AND BASIC
ADYLT EDUCATION. PROGRAMS:
RECENT DEVELOPMENTS AND

g .
..By Gina Cantoni-Harvey
Northern, Arizona Uniz:ers\i-ly

The tymber of states offermg some
kmnd of ESL or bnlmg,uql certification to
public scBpol teachers has  increased -
dramatically\ since the publication of
“Don I\napp “Report ou Certificatjon”
in the Novenyber-December 1976 issue
of the TESOD, Ncwsletter. Acéording to
Knapp's figured a total of ouly twehe:
states offered Gther, ESL pr bilingual
certification, or })oth, now there uare
thurty. Only four Voffered certification
ESL as dhmpared to today’s mmncteen,
wnly ten offcred ceification e bilingual
cducdtion, & cothpared  to toddy s
twenty -two, morcoy e several states that

had onlv vne have added the other, so

that the number of states offering cer-
tification - bhoth  Inlihgual  cducation
and ESL has grown fidn two to four-
teen between 1976 aud \January 1980
The 1easons fog suchi a drdmatic mcrease
ae complex. having to o avith the
numbers of refugees eutenyg the U.S..

the cducational needs. of ngrant and
TS mumority groups qpd the palitical
prossure exerted by these gryups. The
sance factors are also upcrating\on suine
states that do not at“present offyr either s
bilyfgualvr ESL certification, huy are m
the process of compieting the nedessany
steps or of gathering the necessaky mi-

The ssues to be discussed  in \this
article

as well as the upddtcd figures, on

+
the avallabihity of cer are pye-
scuted here as an interim report une the

thed ccrtification surv¢y “conducted g,
behalf of the TESOL Standing Cor-

nutteg on Schools and Universities . Co
ordination. The comnuttee, as wel o
other  TESOL members and* a large

number of other interested cducators.
wanted not only to follow the progress
of the trend toward making ESL and
bilugual certification asalable wherea
it may be needed but also to redefine
1Ssues
fréi-standing and add-on- licensure and
the advisability of prdvisional certifica-
tion.

In “Juue of 1980 a questiounaire on
public schools and Adult Basic Educa-
tivn was mailed, to the State Depart-
menfs  of Education  (or  equivalent
agenties) of all states and  ternitories,

fullowedsby a separate questionnairc gu

Fifty-one of the
cohtacted have re-

commuinty  colleges.
fifty-five  agencies

1 5P ided to the first questionnaire, and

ERIC
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Those that

y-seven to the second.-

such as the difference between .

. . Y
7

.
.

*did not respond have been ¢ontacted

again, and an update on the data will
be published as soon as all mformation
15 available, however, anganalysis of the
material on hand already provides sey-
cral insights that might be worth sharing
with those facmg similar situations.

In his article, Don Knapp stated that
“the pattern is clearly one of requiring
no certified proficiency for those teach-
mg ESL m almost aify shte, and the
situation is only shgghtly better for cer-
tified proficency i teaching bilmgually.”
As we have scen, this statement no
longer applies to public dchools m the
U. 8. however, with some modifications.
one mght dpp]) it tg the current situa-

-
.l

favdied the establishment of certifica-
tion or at least of standard competencies?
One writer hoped that “some form of
certification would ensure that personnel
pressed into ESOL service from the En-~
glish and Foreign Language Depart-
ments would rccoi\e,.traming if nceded.”
And another wrote that “Community
colleges have done well without co1-
tification so far. However, there are too
few trained persons av allable to Il posi-
tions m ESL aud biligual ¢ducation

There are no stablished competencies,
these would be welcome, but a formal
certification probably would not.” Those
who sce ESL o Lilingual Lcrtlfimtiun s
undesirable or unlikely  point the

tion with regard to community colleges., liited number of P“’PlL in need Of ch

wnd  Adult Baslc.E(lu(utlon Agcordmg
to our survey, only four states (An?um
California, Iowa., and thomm) Have
established some form of credenmaling

for commumty college ESL aud hiln-

gual mstructors; eight other states con-
sider the. establishment of spyne form of
certification i these areas desirable, but
not necessanly feasible,

Three of the states sutveyed do not
have o comimunty  college svstem at
dl, angd most of ‘the others do not certify
post-secondary  teachers. The  broader
issue, at ths level, s not so much cer-
tification g the arcas of ESL and bilu-
gual - Education: bhut rather certification
as opposed to some other form of 1den-
tfs mg quabficd instiuctors {8 any sub-
et Inmost states the staudards arexset
athef by conmumty college boards of
trustees of by the mdn idual nstitutions.,
outside the junsdiction of the State I3e-
partments of Education,

Sowe of the respondents defended this

* system, Jduming fh.lt certification would

create another layer- of  bureaueracy
without nuproving the quality of instrue-
tion. It was also pomted out that whereas
teacher certification is justified whenever
attendance 15 compul » o8 'In elemen-
tary  and secondary  scWpols, in post-
sceondary  mstitutions  the students  ar®
free to leate if the untiuctors are m-
competent. Others felt that certifying of

y commuty college teachiers, would be

desirable but dmpractical bwﬂuse of the

services m their state, and the conse-
quent scaraity of programs and courses

Jn these fields. : 5

Eight statds (Atizona, C‘,lhfornm Del-
gware, Massachlisetts, New Hampshire.
Wisconsin vne territery, Counecti-
cut, My and Amernican Samoa )
offer ES bilmgual  credentials  to

Sotd,
PN

~ qualified eachers of Adult Basie Educa-

tion  In Anzona, ESL 15 specifically
histed as one of t]u categories mn x'\'huh-
JinAdult Idllldtl()ll Certificate may be
msued  to College™ tuwlurs, certified
teachers o fndividuals recognizeda as
outstandmg m the field. . California re-
dquues a BA degiee and ten upper divi-
sioe scmester utits or twenty under-
gr!bmtc semesper units in ESL,

In most stdtes, credentials for teach-

‘mg Adult Basie Bducation are not con-

trolled as stimgently as credentials for
teaching m public schools. Seme of the

‘reasons mvoked for or against certifica-

tion of community college teachers also
apply to the certification of Adult Basic
Education teachiers, and the issue.is nat
limited te the ficlds of ESL, or hilingnal
L%l()ll However, the issue seemns
pMcularly cntical i thesgstwo subjects,
for 1t i m(thv national mterest that ad-
equate -provisions be made not only for
tm(}nng English to non-English-speak-
ing public school “students but also to
thelr famnilics. .

Finally, “let ‘us consider some of the
issues concernng ESL and bilingyal cer-

work mvolved in implementing i, and ¢tification of public school teachers. In his

finally others were unreservedly in 'y oK
»of 1t. Oue respondent said, “Cettification,
though generally irclevant to the effee-
tive teaching progess, nught help assure
the background required of good teach-
ing. Good teachers are better "if their
background is broader.”
that “College teachers shonld meet somic
kmds of standards.” And a third affirmed
that state-supported commumty colleges

would profit from hLaving state certificd-

tion standards, just as the public schools
liave for many years.

Muost of the respondents who nar-
rowed their focus to the areas of ESL
and  bilingual cducution, hdweyer,

&

“
Anuthert stated

1976 Report Don Knapp stated, “There
are basieally’ tyo patterns for certifica-
tion. . . The most frcquent is a supple-
mentary endorsement for teacHers who
are already ’(_Crtlﬁ(‘(l to teach in other
areas..The other is specialization i» ESL
or bilingial cducation in a college cer-
tification program. some'mes as a minor,
associated Jwith a ‘major’ ccrtifiable area.”

For the first phttern we are using the
term “add-on endorsement” and for the
secoud the term “free-standing certifica.
tion.” Although useful, the distinction is
not clear-cut, and the categories are not
mytually exclusive. In our survey we

.

. _ Continued on fiext page
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asked rcspondmg.. states to chreck whether
they had the add-on or the frée-stand-
g lund aof heensure, separgting the re-
sponses for ESL from those %()r bilingual
education We also defined the terms
“add-on” and  “free-standing”™ in ow
cover letter and asked for inpit on the
interpretation of the two categories. The
respondents sclassificd themselves as fn

.

€ontinued from page 7

o+, lows

ESL Endorsement: Bilingual
Colorado Endorsement
Idaho “Arizona
Lounsiana .- Cahforma
Nevada Colorado
(Secondary) Idaho
New Jersey Indiana -
New Mexico Lowstana -
Ohio Mame -

. Rhode Island - Mgssachusetts
Vermont Michigan
Wisconsm » New  Jersey

Now Mevieo

ESL FreeStanding  gjode Island-

Certification Tevas
Alaska CUtah -
Delaware Vermont
Hawan . Washmgton
Muassachusetts Wisconsm
Nebraska .
New Hanpslare Bllm‘gu:}l‘ ‘
New Jersey Certifigation
Utah , Alaska
' \vig(\pnsin Ca]ifornia
~ .~ Connecticut
*  Delaware
Georgra
Hawaii
e [Hinois
. Nebraska
. ) New' Hampshire
= Vermont
’ » Wisconsin ,

In addition, Illmox§ has a separate six-
vear ccrtificate for certified applicants .
competent _in both English and another,
language. The respondents who fur-
. mshed explanations of the terms “add-

‘. on” endorsement and “free-standing” cer-

t1ﬁc1t10n basically agreed that the” first
. indicites' a rider attached to- an elemen-
‘tary or secondary certificate, whereas the
second requires no base ce;?ﬁcate. An
add-on endorsement seems Yfore appro-
pnate for bilingual education, which is
a process rather than .a subject. On, the
other hand, ESL is a subject in which
one can be certified just as one could be

L

certified to teach French or German. It

is not surprising that*in the area of ESL
more states offer certification than en-
dorsement,. while the opposite is true in
the field of bilingual education.
Respondents were also asked about
the possible advantages of add-on en-
dorsements, since the holders still have
to edrn certification. One respondent

called the endorsements * “cosmetic”

Y _aer than useful, “since they are not
ERIC . Coe .
- . N )

. to verify therr employees’

&
cation

L

g’ - ] ®
T .
¢ ° . [ Y .
D » . . . .
preparatien for re-submission, Virginia -

mandatory for persons hired to teach
bilingual programs.
eral ads antages: for the teachers, greater
employability, possibility of higher pay,
angl the - option of teackmg m a regular
Jassroom as well as m an ESL or bilm-
gual elassroom, for the districts, a chance
qualifications,
the avairlability of versatile personnel,
and the possibihty of retrammg their
own teachers m cither ESL or bilingual
cducation provided they. can qualify.,

In addition to the “endorsement. angl
certification  &hscussed  above,  many
states with a large non-English-speaking
population offery, emergency or prosvi--
sional certificates in erther bilingual edu-

cation or ESL or both on a limited-time.,
basis, the usual justification for such a

measure is the lack df enough qualificd~—éason for their choice, but some stated

teachers to fill available posf%ons Many
of these states also accept out- of-state
credentials and several ha¥e reciprocity
arrangements  with %ther statés. Califor-
na is considermng dddmg SL, m Iowa.
recommendations  for . vertification have

n dueptcd by on_g;&te -wide cer-
committec, ~ m' . Maryland, .
sound basis for requesting certification 1s
now & ailable in the form of a new Mas-
ter’s degree m ESOL established at the
Unrversity Maryland, College Park,
I New \*f the apphcmon forscertif-
1cation,

rejected” for farllufe to melude

- Enghsh proficiency,! it bejing: revised
) 14 )} Vool ’{g&l I'/\
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But others saw sev- n s ready for commuttee action, and West

Virgima  has  reached  the  discussion
stage. Each “of these states is facing o’
lung. arduous struggle, lest we become
too” ()ptnmstl( ave can look at the “areas
of promi¥%” of Don Knapp’s Report, of .
the eight states that had wported the |
matter as “under study” or “under 1e-
view ™, llgrxd‘L‘ Georgra, Virgimge New
York. and Nevada have not impleniented
certification m either “area, but gn the
positive side. Connecticut now  offers
certification in nlingual, Idaho in ESL.
and Hawan mn both.

The states that gave a negative reply
to oar inqumy about whether they were

considering certafication 12‘#_\1_4m\bilin-
gual education @d not “always give a

-

that there was no sufficient or demon-
stmtcd need. Colorady and Texas, hav-
mg implemented ])l]]llglldl Lertlﬁcqhon
see'no reasonto add ESL. A chegrful
note comes from Maine, where an inter-
esting “Programme des etudes biculturel-
les bilingues. Les franco-americains” has
been  established  at the University of
Maine at Fort Ként. Although ESL “or ’
Bilmgual certification 15 not yet bemg
constdered m that state, the respondent
stated that the groups: involved in the
1ssue are not vocal enough, m]d added,
“but ask us a year from now.” We m-
tend tor do SO
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CQMMUNICATION STRATEGIES FOR

ESL by Mary Ann ‘Christison
) * Snow College

by Karl J. Krahnke
Instithte fer, Tntercultural Learning

The process of communication”m the
classroom is not so different from real-
life communication. In hoth situations
we create perceptions of people and
events and try to re-create them for

7 others using ‘the medium of language.

Naturally, we all hope our listeners will
translate the loguage we use into 'an

* image similar to t]g’e one we had in mind.

But how do we know if the image was
translated correctly? : .
The process. of communication is
more .difficult for second language learn-
ers because many of the cultural per-
ceptions we share as native speakers are
not common to these leamers and vice
vggsa. To the extent that these percep-
t different, students will-tontinue
to have difficulty in sharing them with:
others. Even the best teachers cannots
solve this dilemma entirely, but we can
"help our students be successful more
often by providing actwities in the class-
room which develop in them an under-
standing of the elements which make up
and affect communieation; namely, t
scope and level of Commumcatlon .

The Scope

+The first eldment of communication
which bears directly on the language
teaching act 1s the scope of communica-
tion—intrapersonal, interpersonal, and
a-personal. The scope of communicéition
affects how people choose to interact.
We act and reaef differently depqumg
on the "commumcatne situation. For ex-

* ample, our beha¥ior with family and

close friends differs significantly from
our behavigr at work ih‘a less personal
environment. Although to expect this
‘hlﬁerence may be ap automatic assump-
tion in one’s native language, it is some-
thing that has to be explained, observed
and acqulired in a second language., .

Silent contemplation is a form of in-
trapersonal communication. These reflec-
tive or meditative activities prepare the
learner for more “&tive tasks. They are
important experiences because they help
students become more sensitive to their
own personal and cultural values and
can build in them a positive sense of
dignity and pride. Language learners
need these activities to assist them if
becoming effective communicators in the
second language. By learning to under-
stand themselves they gain an -apprecia-
tion- for others.

Interpersonal communication' involves
others. If students are to !Jéin' an under-
standing of the different cultures and
hfesty]es evident in those they commu-
nicate with, they must be ‘involved in
wterpersonal ¢éommunication. This type

Q
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— .
of comXunication can be separated mtu

dyads and small- greups.

Dyads involve two people exchanging
ideas, 'information, and feelings on a
onev-one basis. Such communication
occurs in real-life situations m both
formal and informal contexts. A formal
context would .be a job'interview while
an informal context would be_two friends

¢ chatting informally about their friends

or family. h

Interpersonal communication also in-
cludes ‘small gragp ac‘sivities where from
threc to fifteen individuals engage in
commmemication to achieve a common
purpose such as small group problem-
solving. Of course, you cant just put
your students in a circle and expect
them to talk. Students must be prepared
for the experience.

. It is a well-gecognized. progression in
communication to move from a one-to-
one Sltuation to a larger group. Class-
room activities should be sequenced to
follow this progression. In addition, ac-
tivities inust also be implemented to

© s

vide a forum four discussion of the video-
tapes afterward.

The Level R

The second element which bears di
rectly an the language teaching act 1s
the level of communicatipn. The intel-
lectual \level is nost often used in the

classroom. Students spend a grégt deal -
of time listening to instructions about.

how to do things, gathering facts, and
asking questions. We also use the skills
level of communication in the classzoom.

We communicate in order to praetice ~

communicating. This includes such
things as practicing rising and falling in-
tonation (to indicate questions or state-

ments), changing pitch and ‘volume, to -

overcome ertain speech charactenshcs
or simply practice In mastering a syn--
tactic feature of the language~The last
level, the feelings level, 1s one level in
Wthh our students may not have much
of an Opportumty to experience in the
traditional language classroom. On this
level, we commumcate to express our

control individual tendencies to domi- <feelings and to understand the feelings

nate or to withdraw and revert to avoid-
ance behavior. It takes careful planning
and preparation to transform a loose col-

of others—a very important part of the
communication process.
As an &ample of communicating on.

lection of individuals into a sincerely§ different levels, consider this experience

. and positively functioning group.

When the ‘- scope of communication
activities enlarges, we deal with a-per-
sonal communication, A-personal com-
munication 1s public communication,
those situations ‘in which one person ad-
dresses a fairly large .group of people,
face to face, but not as spontaneous in-
teracting participants. Traditional lan-
guag?® (lasses provide very few oppor-
tumties for students to experience this
type of communication. Because it is a
skill some students will need w their
chosen professions, it 4 important they
havg opportunities to practlce\:ﬁddress-
ing large groups of people. We often
invite American_students into the lan-
guage ¢lassroom for the ten-minute stu-
dent presentations ap varying topics.
Having American students or outside
guests in the class provides an atmo-
sphere similar to one_students will en-
counter outside their language class. We
also try to arrange for each student to
address another class on-campus, thus
providing them with an actupl reallife
experience for a-personal communica-
tion.

A-personal communication also in-
cludes mass * communication which is
generated through newspapers, radio,
television, etc.~and reaches very large
groups of people. Students in programs
are given opportutities to wgrite articles
and have them published in the school
newspapers, tape radio commercials on
cassette recorders, and prepare short
“news flashes” on \ideo-tape. This gives
them ah opportunity to see how they
are viewed by others. We always pro-

‘ >

concerning Kelko a young Japanese stu-
dent. Several weeks ago she was in-
tensely ipvolved in a feelings level dis-
cussion with an American girl from one
of her classes. Ketko commented later
how happy she was tu have found such
a good and understanding friend. How-
ever, later n the day, when she ran into
the girl in the cafeteria, the young
Americard girl communicated on an in-

stellectual level, How are your classes?

Got to run, etc., not sharing any feel-

A

ings. Keiko had not expected this. Nat- -

urally, she was terribly upset. It took
a lot of talking to make her see that peo-
ple . ofteh communicate on different
levels and this is to be expected. Siuch
behavior did not mean her Inend did*
not like her. Providing activities which
allow stidents to explore the levels of
cefMmunication is important in develop-
ing an understanding of the commu-
nication process.

Being an effectne commumcator in a
second language is, after all, the ultimate
goal of second language earning. Our
students need activities %hich provide
them with opportunities to experience
the scope and level of, communication.
The culmination of all of these activities
helps them to better understand the new
culture and environment in which they
are living, and thus, to be better com-

. municators.

As teachers, it is important that we
view the language learning setting not
only as a language experience, but also
as a communication experience dand that
we offer activities which develop sensj-
tivity“in both aspects.

. 11
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THE PURPOSES OF TECHNICAL .
WRITING COURSES FOR FOREIGN
STUDENTS IN U.S. COLLEGES AND
UNIVERSITIES
) by Patricia Byrd, ELI
Unicersity of Florida
. by Gregory K. West, ELI
\ University of Florida

Techmtal writing courses in univer-
sities in the-U.S. take as their main ob-
jective the preparation of students to do
the w nhng reqmred of pmctlcmg profes-
sionals in the “real world” of work out-
side the uniy ersity. This purpose suggests
that much of what happens in such
classes and materials prepared for.
such classes=ill not be relevant to the
academic needs of foreign students. We
have no ‘idea what kinds of witing are «
done by a Venezuelan engineer working
in Venezuela for a Venezuelan firm Per-
haps in the world of technology, the cul-
“tural differences that cxist in other areas
dogpot occur. Before adyising a foreign
national to take such a writing course,
however, one would like to see some in-
formation that proves the helpfulness of
such writing®in his home country

There is another reason for suggesting
that technical writing courses for foreign
students need to be quite different from -
those now qffered for natives the real
world in \\];ich the f«)r(;lgn technical “or
o ientific student must survive is that of
the educational system of the U.S uni-
* versity. That this experience is a rela-
tively short one dues not mean' that it is
not real. (Indeed “the experience is a
“real” one for th¢ U.S. student as well,
and our investigations sho% that many
students in scientific or technical areas
are not receiving the training in writing
skills that they heed to complete their
educations successfully,)

In a TOEFL Research Report entitled
The Performance of Non-Native Speak-

« ¢rs of English on TOEFL and Verbal

)

Q

Aptitude Tests, the results of the per-
formance of foreign students on TOEFL,
GRE, SAT, and TSWE (the Test of
Standard Written English) are com-
pared. The purpose of the study was to
find if and under what circumstances the
scores of foreign students on GRE, SAT,
and TSWE are meaningful. Included in
the, report, hewever, is inférmation that
demonstrates that foreign students enter
our universities without the writing skills
neeessary for equal competition with na-
tives. The mean score on TOEFL for the
undergraduates tested” was~ 502. The
mean score for this same group on the
TSWE was 28 compargd to the mean of
42.35 (out of a possible 80) for the
native speakers of English. Thus foreign
students at the admittable tevel of 500—
for most collfges and “universitics—are
ir less skilled in writing than the native

-
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speakers with whom they will be coni-
peting. These numbers give ob)e(tne
sUppurt to sumething that ESL teachers
have witnessed for years. few of our stu-
dents have writing skills as advanced as
their other language skills.

Convinced that foreign students need”
special traming, we have begun a semes
of investigations to document in detail
the kinds of wrniting required by instruc-
tors in U.S technical and scientific pro-
grams. In the first step we conducted a
survey of engineering faculty at the Uni-
versity of Florida to find out what types
,of writing they most frequently require
of graduate students (all graduate stu-
dents; not just foreign students) (West
and Byrd, 1980)., The results of the
surYéy are, m sum, that the most fre-
quently assigned types of writing for
‘graduate students m engineering are
exgminations, yduntitative problems, and
reports  The fuext most frequently as-
signed are h me\\ ork and papers (term
aud publication). The least frequentls

L assigned  are progrcss reports and pro-

posals.

One irony of these findings 1s that
they suggest @t the freshmgn Englsh
dass is the only place whére a student
gong’ into graduate work in a scientific

or techmerl rea 15-getting help with the |

wniting skills hie needs for success—for
hiowledge of the essay would provide a
basis on which tv build term papers and
publicatiun  papers. Technical writing
Jasees Asually indude « minimal amount
of practice in converting technical re-
ports into papers and articles.

The literature of technical wriypg 15
full of denunciations of freshman English
as useless, and the essay as a waste of
time,_From the point of view of those
who are preparing the student=f6r his

professional future that is, perhaps, true.”

The essay 15, however, extremely relevant
to the studcnts sur\nal in the real world
of the university. In the years that
stretch between the freshman English
class and entrance into the marketglace
(espewially for ‘the student who gets a
graduate degree immediately after fin-
ishing a bachelor’s), the university stu-
dent will be,required to write many
essay cxaminations and term papers
{both of whx? are, after all, extended
essays involvidg specialized rules of evi-
dence). .

It would be unrealistic to argue that
the umwversity 1s out-of-step with the
“real world” and should immediately
change so that more proposals and pro-
Jress reports are written and the essay
abandoned. Whether or not the training
given by a univgrsity has (direct rele-

vance for a-student’s werk on a job, the
university experience is a necessary rite-
of-passage through which young people
must go before the modern technologicgl
world will certify them as qualified to

25 -
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mose on a certam soctal and economid®
level. Thus the skills needed to survive
n the ungersity are.valuable for the
future of the student. Without them, the
student has to accept a £uture on a very
different level.

Traditional technical writing courses,
m focusmg on ghe multiple readers in
mdustry, fail alsofo help students with
the kinds of audiences that the student
will write for while still in the university.
Stevenson (1978)" suggests a matrix to
use 1 judging technical writing courses
and programs m terms of therr complete-
ness i covering all of the possible types
of techmical wniting. The vertieal axis of
the matfin lists the four audienceés—self,
oue reader, many readers (homogeneous
group), and many readers (diverse
group). The harizontal axis uses the three
purposes of writing—to inform, to affect,
and to cffect. Thus an gwner’s manual
for a4 car would fit m the matrix as an
example of writig to mstruct a diverse
group. The unngraity student most often
15 wrniting for an audience of one—the
instructor. But for what purpose?, Surely
the writufg of most students m most
situations ninvolves all three of the pur-
pusts gnven hy?mcﬁsun. although
student will seldomm be teaching lus
teacher anytung new, he awill be teach-
g hun about hitfself. That is, one pur-
puse the student should have is td
demunstrate to theMinstructor that he, the
student, is mtelligent and diligent. The
student s, therefore, also trymg to affect
the mstructor—the student 15 sclling
himself and Qs 1deas ta the teacher. He
wants the teachgrdo Teel good about him
and his work. an}ly, it is a very rare
student who is not trying to “hfluence
the grade and any gther. reward dmhe
teacher’s puaer to bestow. And teachers
are powerful mflyences on a student’s
future—controllmg scholurships, fellow-
ships, admission to graduate programs,
paper publication, mtroductions to im-
portant people, letters of *recommend-
ation, reports to ‘sponsors, etc.

If we-accept that the Enghsh-of—the
U.S.-uni ersity (English for Academic
Purposes‘) is a genuine need of foreign
students hopmg to get U.S. academuc
degrees, we must find definite answers to
a number of questions aboyt the.written
English of the academic world:

1. What kipd of writing is done on
examinations by students in sclentxﬁc
and technieal programs?,

What kind of writing is done on
homework? .~

What does a graduate professor
mean when he says “term paper”?

What does an engineering professor
mean when he says thatAforeign stu-
dents have problems with sentence
structure or with grammar or ‘with
vocabulary?

1~ Continued on page 20
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"THE PURPOSE OF TECHNICAL
WRITING X

Continued from page 19

5. What differences exjst between the
writing required of upper division -
undergraduates  (working in their
majors) and graduate students? *

6. What ‘kinds of writing, "if any, go
with quantitative brol}lems? .

7. What vplume of wntten work is de-
manded 1n undergraduate and grad-
+ uate classes in techhical and scientific, .

fields?

8. Are foreign students aware of the '
” importance of wntten work at,a U.S.
umversny?

9. Do professors notice erors mord in ~
hand-written papers than in typed
papers? (How much mfluence does

. bad handwriting havg on' grades?
The questions could be\ anything but
trivial for an Iranian or an Arabic,
student.) v\

»

‘Special courses in compésmon for
foreign students in technical or\scientific
fields at U.S. dhiversities are needed for
tWo reasons: T

(1) There are significant diﬁeren&:es in
writing skills between U.S. and
foreign students. Not only do for-
\ eign students come from different
academic trainings than U.S. stu-
dents, but foreign students are also

versities on the basig of reading and
listening abilities that usually are
far more advanced than thelr writ-

J\g skills. *

(2) The Mygems that have be’er'l iden-
tified as significant by, the field of
technical writing in"the U.S. are not

- those which are needed for survival
in the university, since that field

,  has taken as its purpose_the train-

. ing of technicians and scientists for
the U.S.’government and industry.

fogether, -these differences in skills and

eeds imply that the English of Science

- and Technology is, for foreign students,

. amore accurately termed the English of

Academic Pu;poses (for Students of Sci-
“ence and Technology). “
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‘THE INPORTANCE OF TEACHING
THE MELODY OF A LANGUAGE

w . by Shal'(ti‘ Datta
 Educational Solutigns Inc.

Words and their correct sequence are
essential  components of a language.
Thewr appropriate use allows onc to ex-
press one’s thoughts, feelings and per-
ceptions. The proper use of another es-
sential comgonent—the melody of the
language—enables one to be “cxpressive”
in-that language. ‘ :

This insight must, in a non-vesbal and
a nowintellectual form, “have beep ac-
tively present in all of s at the time we
taught ourselves our. mother torigue. We
must also- have known, intwitively? that
we needed to work with precision on our
vocal apparatus ul order tg “cmbellish”
our voice with the melody of the lah-
guage of our environmenig,\Ve must have
known that our early at!r
measure of* whether or not we could
dcquire the right melody. It must have
been—in an cmpirical sense—a part of
our Bwareness that improved articulation
is the fesult of persistent attempts at
approxmation. . - »

That is why we neither felt frustration
nor “gave up, but kept on tiymg. We
worked diligently yet offortlessly. We
made mistakes and~remained nonjudg-
mental towards ourselves. We allowed
ourselves time to correctaour mistakes
and to practice so that we could function
spontaneously in areas not yet mastered
by us. All of us,,all-over the wotld, own
the mclody of our mother tonguc as an
Integral part of our speech. We must
have donc the “right things” in teaching
ourselves—and in learning—our first lan-
guage.

Implications for Teaching
The implications of thése observdtions

[}

. =are of significance in language teaching.

The following are some of the ways in

which my approach to teaching a second °

language has been affected by them:

1. T consider those who come to me
to learn a language as being equipped
with the capacity to work on themselves
and therefore as capable of learning the
melody of a language which is new to
them.

2. It is my responsibility to bring
learners ¢ into. contact with their own
functionings sq that, alopg with acquit-
ing new- words,. they learn to give their
utterances a new melody by making the
recuiired changes in their. functionings.

3. It would be a mistake on my part
to expect perfection from the start, but
it is equally wrong to conclude that the
telody of the target language is beyond
the grasp of leamers and that teaching it
may therefore be left aside.

4, A sensitivity for the new melody is

best, developed when: ,
\

mpts were ngf.

. s
(a)- tcaching kelps learners become
aware of what to do with themselves to
produce utterances which carry the right
*
mclodwr ,

(b) lcafners are giverr ample practice so_

that “they Fain facility and can: hecome
spontancously right; - 4
(c) leatners® mistakes are utilized for

enhancing their learning;

(d) each learner is given the opportunity
to discover and internalize the ‘ertteria
for the righ‘ mclody., )

Working'/with students on the mclody

of.the target language, in terms of scnbi- .

tivity, allows the students to feel the
rdality of the new language in their flesh,
for it is indeed quite literally’ m their
flesh that they make the changes that are
necessary in order’ to scnse and own the
new melody. - :

9 Components ofﬁlelody”

Melody includes pronunciation, m-
tonation, strisses, pauses and ups and
downs of the voice Learning these var;
ous facets of the new melody means
being intimately m contact with the
muscle tone of ouce’s lips, one’s tongue,
one’s voval cords, and so on. It requires
knowing how much energy to place in
onc’s breath, and at what pornts in onc’s
speech, in order to produce the desired
results. It requnes sensing when to run
the words together and when+to pause,
* when tg et the voice rise’ and When to

let 1t fn% 1 essenee, majing the melody

v of a new lnguage a part of one’s senst-
"tivity is cquivalent to learning to create
new pattems of sounds through the dis-
tribution of one’s energy. Thrs can be‘a
very cxciting activity if played as a
subtle game of cnergy distribution over
the “somatic instrument” one owns. It is
rewarding too, because the melody of a
language—an  qbjective  reality—when
transformed mto the quality of one’s
voice, undoubtedly adds elegance to
one’s self-expression and helps to convey
meaning better. . .
) Non-native speakers may iot be able
to,sound exactly like natives. But the
speech of non-natives can certainly .ex-
press their awareness of the mclody of
the language and their best attempt at
respecting this vital aspect of the lan-
guage, as they use it. This can be
achieved by incorporating in one’s teach-
ing precise techniques designed tofacie
-tate learning of the melddy of the target
language creatively. - .

. * Tram Idiom, February 1979
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A NOTIONAL APPROACH
TO “FRANKENSTEIN”

by Helen Fragiadakis
N U.C. Berkeley Extension

Whe 1 first planned to use drama 1n an
interffiediate Listening/Speaking class, m

major goals were to introduce new vomd
lary and fo provide a context in which pro-
nunciation could bé practiced.. My focus,

though; “changed dfter I read the -play’

*“Frankenstain” from Six Stories for Acting
wFfrom American and English Literature (ELS

International Inc, Portland, Oregon, 1976)

As I read play. 1 reahzed that it
provided an excellent cantext for describing
what was transpiring among the speakers
n terms not only of mformation, but of
emotions, disbehef, Shock, impatience, sup-
port, etc. For example, “I have been able

- . though I wish now thét I never had”
could be interpreted as ‘regret’; “But that’s
impossible” cquld be nterpreted as an ex-
pression of ‘disbelief’; and “Victor, what is

“itP Have you seen,a “ghost?’ could be -

terpreted as an expression of shock and

concern. 1 then checked D. A. Wilkins’

‘Notional Syllabuses and found sugh expres-
sions as regret, disbelief, etc. listed as
“categories omimunicative function.¥ Ac-
cording to @Vilkins, “The categories are
based on the meaning that arises from the
fundamental distinction, very important for
language teaching, between what we  do
through language and what we report by
means of language” (p. 41). I thought that
it would be exciting to change my original
goals and use the play only as a tool which
would provide exampfes‘ of these categories,
which I called “messages”.

But then I was struck by one particular
sentence of Wilkins’ regarding the category
of personal emotions: “It need perhaps only
be, pointed out that to know the word
aﬁﬁ s not to knowshow to express
anger™ (p. 54). At this point-I had to
define my_objectives for myself, and de-
cided that I wanted my students to learn
to' identify,and label some of the categories
of communicative function expressed Jn the
pfay,/ and to learn and use various expres-
szlons‘( not necessarily from the play) that
serve to communicate these messages.
(Wilkins’ categories of communicative func-
tion are listed and defined on pages 41-54.)

In class we first read the play and dis-
cussed the new vocabulary. As the students

&

got the feeling of the drama, they werq able ’

to dwcnbe what was “being expressed
( messages”) in their own words. We then

Q ‘ibeled the messagek: simpatience, regret,

[mc 2 _
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disbelief, anger, etc. Next, I gave the stu-

dents two handouts, one which listed ex- .

pressions from the play next to the mes-
sages. For example:

“Ssh! Let him continue.”

impatience:
support “Please go on. . .
guilt:’ “Ive neglected everyone.”

The other handout listed commen evpres-+

sions .(not necessarily from the play) used
by native speakers to express the messages.
For example:
. impatience: 1 can’t wait!

Hurry up!

Put a move on!

shock, surprise, disbelief:
. What’s goir;g on! .

+ Oh my God!
Iean’t believe my eyes (ears)!
It can’t be! .

It was pointed out that these expressions
offen had overlapping messages. For n-
stance, a person who is iinpatient mnight also
be angry, depending on the situation.

The students were then given a hst of
situations for dialogues to be written 1n
«Jpairs, which were to include some of the
new expressions froin both handouts. For
example: (1) A flying saucer has landed
Two people express disbelief. (2) A student
has been rejected by a university. S/he ex-
presses disappointment to a ftiend who
expresses concern and support. (3) A child
begs for_a new toy and mother-or father
expresses impatience, and ‘then gives in
(concedes). (4)" The driver of a car feels it
is urgent “to drive fast. The passenger ex-
presses caution. . This actiyity‘yas extremely
successful and enjoyable. Students com-
mented on each other’s éffectiveness in com-
municating particular messages, and they
had practice in listening to and using the
new expressions in different contsxts.

A third handout contained a list of the
most useful idioms used in the play. Stu-
dents were asked to write dialogues using
some of the idioms, again in pairs. After the
dialogues were performed in class, the audi-
ence was asked to point out which messages
had been expressed. ‘

I did not expected or w'mt the students
to learn “all the vocabulary from the three
handouts, The students wefe always given
choices when writing dialgfues, and through
their own use of some expressions and in
listening to other dialogues, some of the ex-.
pressions were retained, even Af only - for
recognition. I did, however, e‘(pect the stu-
dents to ledrn the labels for “messages”, and
throughout the quarter, when any situation
arose which expressed messages we studied,
I asked the students, “What is this person
expressing? How does he feel?”; in other
words, this work can be easily and quite
naturally reviewed. For example, every day
at five minutes to twelve one of my students
packed up his books and sat on the edge of
his seat. He claimed that he was hungry. He
became known as “impatient Eduaﬁf‘do”.

27
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For the midterm I asked myself how I
could possibly test the students on such
work. It occurred to me that pictures would
be very effective, and 1 cut out pictures

* from magazines. Next to each I wrote a few

lines which expressed particular messages.
For instance, next to a melancholy Woody
Allen, I wrote: “Stop laughing at me! You're
going to make me go mad (an expression
from “Frankenstein”). Just leave ine alone,

OX! 1P The students were asked to write

in the message expressed: anger. In another
section of the exam I had cartoons which
showed various situations where our mes-
sages were being expressed. In one, a man
in a strange flying contraption tipped his hat

‘to a man looking at him, from a window in

a skyscraper. The students werg told: “The
man in the window can’t believe what he
sees. Write a dialogue between the two
men.” Student responses were extremely
humorous and contained expressions studied

in class. » .

The play, “Frankenstein”, played an es-
sential, yet secondary role in our class activi-
ties. Any play (or even dialogue) can pro-
vide a context upon which a “notional
approach” can be built My original goals,
to introduee new vocabulary and to practice
pronunciation were still achieved in this
way, while the students learned to define
what had been actually communicated in
the play. As an added and most important
prize, they themselves experienced com-
municating some of these messages too.

4 .
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SHOPPING FOR COMMUNIT
CONTACTS :

by Jean McConochie
Pace University

Introducing foreign vistiors, or new
residents, to varied aspects of American
life is a normal component of English
language programs in the United States.
It is dometimes difficult, however, to de-
vise ways in which students may be led
to make their own discoveries, rather
than simply accept the word of a teacher.
Another program goal which may also
be difficult to achieve is to have students
use the language they are learning in
relatively unstructured situations outside
the classroom.

Both of these goals are part of the
Japanese Teachers Program (JTP) spon-
sored by the Councl on International
Educational Exchange. Since 1968, the
Council has offered an eight-week sum-
mer program through which a Japanese
teacher may come to the United States
for fqur weeks of intensive langpage
studyo}m\a,\'miversity campus, folf;(s%ed
by travel and .an extended homestay
with an American family.

The teachers come, as they say, “to
brush up their English?’ In effect, this
means that they wantto meet and talk
with as many Americans as possible, for
n Japan they find few opportunities to
use English outside the classroom. Their
instructors are equally interested in hav-

\

doing all the talking required by the
assignment, though he was allowed to
ask the reporter for help during the in-
terview if that became necessaty.

The reporter was responsible for tak-
ing notes and turning in a-wriften report.
The format for these reports was left un-
specified beyond the requirement that
the Japanese teachers indicate when and
where they went and that they describe
what happened. Assigned at the end of
the first week, the reports were due in
written form by the final class meeting;
however, teams gave oral reports on
their errands as they were completed,
since the program participants were
eager to share their adventures.

- Two “Old Boys” at the Florist’'s™ -

The more fluent teams were given the
more complicated errands, and vice versa
—as the teachers themselves realized in
at least one case. Two of the older men
in the Rutgers progrdm were given the
task of going to a local florist to find out
what flowers are most popular in the
.United States, what special meaning
different varieties of flowers -have, and
how much flowers cost. Mr. Watanabe
reported on the questions posed and
then added, .

Mr. Gabriel was kind enough to offer
an easy errand of going to a florist’s to us
two old boys who are are not good at En-
glish conversation, but in fact this errand

was not so easy for us. y

ing.the Japanese move beyond the safety . p, explained that neither he nor Mr.

of classroom English to less structured
“real” language and in having them see
more of American life than that repre-
sented by the academic community.
These interests converge happily in the
“errand.)

& Origin' of the Eﬂn'and

The idea originated with Dr. Virginia
French Allen, who suggested it at a JTP
planning session in 1969. Gary Gabriel,
director of the JTP at Rutgers Univer-
sity thaBsummer, elaborated the frame-
work, developing the “errand assign-
ment,” as it came to be known. Staff
members, of whom I was one, collabo-
rated in inventing the errand topics and
editing the final reports for duplicating.!
-The following summer the errand assign-
ment was used in two Japanese Teachers
Programs—one at Fordham University,
directed by Mr. Gabriel, and one held
in Moorestown, New Jersey, under the
sponsorship of Temple University, co-
directed by Dr. Allen and Dr. Donald
S. Knapp.

Twenty-one errands were devised for’

“the 42 participants in the Rutgers pro-

gram. The assignments were given to
teams of two—an interviewer and a re-
porter. In each case the nhore passive
member of the team was assigned the

Q nore active role. He was responsible for

N 4/8]

Tanaka had been interested in flowers in
Japan and that neither knew the Japan-
ese names of any flowers except cherry
blossoms and chrysanthemums. “But any-
way,” heconcluded—with typical Japa-

< nese grace—‘we are very glad to have,

done our duty and acquired some knbwl-
edge of flowers.”

Going into a florist’s to ask questions
rather than to make a purchase obviously
required that the teachers explain their
assignment., This was also the case in
several other errands. For example, Mr.
Suzuki (No. 1 of the three Suzuki’s in
the program) was allowed to identify the
team’s rhission when he and Mr. Toda
went to a local stockbroker with a hy-
pothetical $1,000 to invest.

When we entered the office, we found
several clerks, some of them watching the
\ticker-tape and others working with the
phone in their hands at the desk, which
looks like a booth in a language lab. Then
we told a young lady at the information
desk of our intention and she introduced
Mr. Marder, a tall, kind man, to us.

The salesman gave them a list of rec-
ommended stocks and “wiregrams” giv-
ing figures on individual issues.

For interest we selected Niagara Mohawk
Power out of the list, considering the safety
and pursuit of profits. For speculation, we

238.
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chose Umion O1l of California, because a

wiregram said that the firm had drilled two "%‘

g,

wells m Alaska and they are expected to
bring about a gréat profit. We told him of
b3 . . o

our selections and asked for his opinion. He
said” we have an ewpert’s eye night alt the
beginning and recommended both wk’them
with confidence.

The men “purchased” 26 shares of NMP
at 17% and 10 shares of UOC at 51%.

‘(Union Qil is up a few points "at the

moment; Niagara Mohawk hovers be-
tween 16 and 18. So much for expert
eyes.)

Furnishing a Living/Room

Another pair were askéd to find out
the cost of furnishing a Western style
living room. When a furniture store
owner expressed surprise at their errand,
Mr. Yoshida told“kim, “with a proud
look,” to quote the reporter, “that it is
a most upique way of learning English
created by our honorable instructor, Mr.
Gabriel.” The teachers’ pride in their
accomplishment was matched by their
imaginative pleasure in the task, made
vivid by Mr. Murata’s usc of the his-
torical present.

f -

Newt we go into a pottery store, because
we want to have a clock in our living roomn
.. . We think we want to add a TV set
n our room, too, so we decide to buy one.
In this store, however, we can't find any
TV sets except” those \gna(le in Japan. Be-
sides, the prices of them are all the same—

§399.95. Anyway, we buy one.

4

When we walk along the street, we find
a fruit garland and buy one. We think 1t
is good for the decoration of the room. The
most expensive prices for the hving room
furniture total $4,887.95, and the’Cheapest,
$597.75.

Diamond Rings

A final example of an errand that re-
quired self-identification is “The Engage-
ment Ring.” Mr. Tsuchiya and Mr.
Tashiro, both in their 30’s and married,
drew the assignment of pricing engage-
ment ringg%dﬂ_lﬁzling out how the cost
was determi Two clerKs in a New
Brunswick jewelry store\graciously
showed them many rings andvexplained

‘the factors of carat, cut; color, and

clarity. Mr. Tsuchiya, a born story-teller
as it happens, concluded by giving us
a rare ‘glimpse of his inner thoughts.

On our way out of the shop, we decided
to choose a diamond ring priced at $675
as an engagement ring. The bright summer
sun blinded us. I thought to myself, “If only
1 were 10 years younger!”

Remedy for a Sdre Throat

For other errands, the Japanese teach-
ers were specifically instructed not to say
that they were on an assignment for a
class. Rather they had to complete their
task in as natural a manner as possible.
One such errand was to go to a drug

Continued on page 33
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Contmued from page él

store< and buy Kleenex and a cold rem: .

edy for an imagmary sick friend. (One
of the nstructors -had agreed to remm-

" burse the shoppers to the extent of $2

and to find a use for the purchases.)
Mr. Hazama reported:

Suzuki [No, 3] asked the man behind the
counter to gne him a packet of medicine
for a cold, adding that a friend of his had
cauglht cold and was in bed. The man led
us to the stand where varous kinds of
medicine were displayed. He asked Suzuki
about the condition of his friend. At this
inquiry Suzuki was a httle .bewildered, but
he contrived to answer that his friend had
a sore throat. .

American Barbers

Even greater ingénuity was required
of Mr. Sano, who was to interview a
local barber about his business. He and
.\Ir. i went into a shop, ex-

mg to cngage the barber in con-
Versatlon while (having therr hair cut.
They wer'c relieved to find no other cus-
tomers in the shop, but relief changed to
unease when Whe barber remained cx-
pressionless as he cut their hair. Sud-
denly inspiration came.

After each of us had a haircut, Sano 1m-
niediately said,
more handsome than before.” Then the-
Larber smiled. Sano continued to say, “In
fact, I have a barber friend in Japan, and
he asked mie to ask about Amenican bar-
hers ” The barher said, “With pleasure,” as
his reply.

He auswered their questions about
how one becomes a barbét and how long
he had been one. However, he demurred
when asked about his volume of busi-
ness, saying only that many Rutgers stu-
dcnts have ther hair cut m his shop—
“We Wwére dodged cleverly,” Mr. Taka-
nami admitted. He also noted that while
they had heard of the high price of
manual labor i the States,» they were
amazed to pay. $2.50 for- a 15-minute
haircut. For considerably less than that
i Japan, Takanam refnarked, a man
could havé the “full course” of shampoo,
haircut, shave, and massage. (A haircut
alone would cost the equivalent of two
cups of coffee.) Discovering the prices
and availability of basic services was a

~ nseful aspect of the errands, for it gave
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the fapanese teachers an idea of what
their American counterparts’ seemingly
astronomcal salaries mean in purchafing

- power. -

No American Made Souvenirs

A. related feature was introducing our
]apanese visitors to the kinds of goods
that can be putchased here, and letting
them see the ubiquity of ]apanese-made
goods. Mr. Haruta and Mr. Kanaya were
asked to find souvenirs to take back to
‘apan. They first tried the gift section of

o\

“We have become much_

,

a department store, but saw nothing that
isn’t also available in Japan—except for
a $12 coin collection, too expensive an
item for their purpose. A policeman who
had shown them the way to the store
had also pointed out Woolworth’s, which
they decided to try next.

In tlus store we found many Japanese-
nade ‘articles which are all a little more
expensive than in the stores of Japan We
again ashed the clerks whether they haid
typical articles of Amenca. They all hesi-
tated and one of them said, “What about
lot dogs® with laughter. One clerk recom-
mended 0 us American flags and Anteriea’s
oldest ‘niodel cars. But to our regret, they
were also what we might find even in Japan.

The Woohvorth’s clerk suggested a near-
by hardware store, where they found
“seal collectioi—New Jersey, patriotic,
Cnil War—for 25 cents each.” Mr.
Haruta’s conclusion was peiceptive. “On
this errand we recogmzed that America
15 too young a country for us to find her
typical artifles without difficulties.”

Finding a Store

The conversations involved in locating
an appropriate store proved to be a
bouus w . number of the errands and
suggests that the mstructions need uot
be too" expheit. In fact one of the most
succes$ful errand assignments of the
Fordham University JTP? was fur two
of the women to buy iron-on seam bind-
mg. Having no wdea of what that item
might be, the women tried various stores
and were finally referred to the neigh-
borhood sewing machine dealer. How-
ever, no ong realized that in asking for
“an iron-on scam binding,” the women
didn’t know what they were looking for,
su when the Singer clerk said that they
ddn’t carry seam bmding, Miss Habu
and Miss Taguchi were stumped. Imag-
me their triumphal delight wheu, stop-
ping in a local drugstore for a Coke une
evening after an excursion to Manhattan,
they found seam tape in a notions Yack.
They marveled at the American need for
such an item, and cach bought several
packages as souvenirs for their friends
at home!

Even when the Mrming the
errand is specified clearly, the partici-
pants may -have a certain amount of
adventure in finding it. A visit to the
Rutgers Agricultural Experyment Station,
for example, sequired asking directions
of several people and ridingTon the
campus bus. (The errand was to find out
the average ainual 'rainfall in New
Brunswitk; the research data c¢onfirmed
our suspicions that we were in the .midst
of an exceptionally wet year.)

At \he Police Station .

However, perhaps the most exciting
crrand, in terms of tracking down in-
formation, was the seemingly prosaic as-

“signment of inquiring at the local police

T 20

tive, of dourse. Assignments to

her questions.

. .
station about regulations for keeping
dogs as pets. Mr. Suzuki (No. 2) ques-
tioned four people before he and Mr.

Nagashima located the police statita.
Oncc there, they chanced on a police-

man who- had been stationed .in Jdpan
after World War II. He spent a long
time dnswermg thelr questions and wrote
out “veterinarian” for Mr. Nagashima,
fho was understandably tioubled by the

'spellmg Then the pohceman suggested

that they might also want to visit the
SPCA—and arranged for his Japanese
visttors,to be taken there in a patrol car.
It was the talk of the program for days.

The “dog” errand was suggested by
the number of dogs running loose in
New Brunswiek and by a suspicion that
the American gfeoccupation with ‘pets
would seem strange to a Japanese. Quite
a different usc of the police station was
mdde by Drs. Allen and Knapp in the
Temple University JTP. they sent a tcam
to find ‘out how many crimes had -been
committed since the Japanese teachers’
arrival,

Unexpected Bonus

Onc Rutgas errand grew out of a
genume need, which suggests another
source of ertand ideas Mrs. Kagiya lost
the crown of her watch and asked “the
program director where she could have
it replaced Sewzing the opportunity, he
changed her crrand assignment to one
similar to the ¢engagement ring errand—
to find the cheapest and most cxpensive
watches at a jewelry store and to find out
what determined the cost. Mrs. Kagiya
and Miss Kaji went to a local jeweler
(not the onc with the rings) and asked
about having the watch _repaired. A
3-day wait and'a $3 charge, "they were
told. When they inquired about new
watches, they were furned over to an-
other clerk: After he had shown the wo-
men many watches and discussed the
differences jn price and quality, Mrs,
Kagiya explained the assignment behind
The salesman, like the
policeman, had been in Japan. He surely
had pleasant memories of Japanese hos-
pitality, for he arranged to have Mrs.
Kaglyas watch fixed on the spot and for
*a dollar less than the original ‘quotation.
He is undoubtedly still receiving Christ-

_mas cards from his two customers.

Not all errands were equally produc-
the

d
admlssxon requirements for Rutgi%‘ and
postage ratés to Japan may have oc-

casioned pleasant meetings but resulted

in brief and, dull reports. The least suc-
cessful errand of all, through no fault of
the team, wWas that performed by Me
Sakai and Mr. Shimokawa. Here is their
report, in its entirely: * '

After lessons were over, both of us went
straight to the railroad station. At the sta-

~ Continued on page 35
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2" for everyone involved.

«: % 7 Summer ’69”
. 2 Summer 1970

Reprinted from

tion three clerks seemed to be very busy. So
we had to wait for a couple of minutes, and
then Shimokawa asked one of them the first
question, ‘“How often ‘does the train go to
New York?” The clerk didn’t -answer the
question but handed him a copy of a time-
table, and to the next questions, “Is 2:2
seat reserved or not?” and “Where is €he
New York Statiag®—he just answered, “Not.
33rd Street and 8th.Avenue.” That’s all,

Clearly, these were peorly conceived
. errands. The assigned questions had sim-
. plé, straightforward answers which of-
fered no opening for”conversation. And
there was little possibility for imagina-
tive treatment ‘of the topic. A successful
errand assignment need not be complex,
but it should have an open-ended solu-

Cooperation From Townspeople

The courtesy of the New Brunswick
townspeople in responding to questions
that may have struck them as bizarre
was gratifying—and perhaps unusual.
JTP program directors who used the

w errand assignment in the summer of 1970
Aelt it prudent, to inform the local mer-
chants about the o¥erall program before

y the arrival of the Japanese. The Temple

. program also introduced the idea of two
errand assignments, so thdt each par-
ticipant could have a tun as questidner
and as reporter. Since a week is sufficient
for the completion of an errand, it is cer-
tainly possible to do two in a 4-week
program. For both the Rutgers and Ford-
ham JTPs, the errand reports were du-
plicated for distribution to all the par-
ticipants at the end of the 4-week session.

" .What accounts for the success of tlie
: " errands? First, the assignment is suffi-
: ciently structured that students in the
" intermediate range of language profi-
ciency can succeed. Second, the errands,

i if cleverly devised, provide an oppor-
Lol tunity for independent diseovery of some
aspect of the host culture. Third, the
errands provide an opportunity. for mean-
$gful use of language outside the class-
5w, . regm—the ultimate aim of any language
- prdgram. Finally, as the participants’
reports demonstyate,sthe errands are fun

. FOOTNOTES
RO 1 The quotations included in this paper are drayn
<. °  from these “Reports of Errand Activities by

Japanese Teachers of l’-!ng]iuhl Rutgers University,
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THE TIMBUKTU METHOD' -
: \B/y Clea Shay

The profession is once more all a
. e 3
dither over rumors of still another teach-
ing method to reach our shores on the

reed and papyrus vessel captained by

one of our most trusted discoverers, D.
Ed Ideah. This is, of course, not the first

method introduced by Ideah. My earlier-

paper (1978g) chronicles in some detail
his elucidation of the_jll-formulated con-
cepts by European’ scﬁ]olars of the sec-
ond half of the 20th century, and again
my later paper (1979n) demonstrates
the source of these concepts in the medi-
eval secular grammarians of Moravia. To
summarize only a few: the Aix-la-
Chapclle Method (1948);:2 the Nice
(France} Method (mistakenly referred
to in the US. as the Nice ((good))
"Method),? the Carthage Method (1961);
the Samarkand Approach (1966);% the
Woodstock Method {c. 1972),% and

—we know what ten-year-olds” attention
spans are like—and often illustrated
with photographs which are full of in-
sights ipto the text. One %an almost
“read” the picture. Of course, this is not
the method, only the material.

The method consists of the cluldren
reading the passage silently for a short
time. Then the teacher asks ecach stu-
dent, randomly, to read a séfitence or
two of the text. The teacher corrects the
student’s pronunciation as he reads along
so that the student gets a great deal of
individual practice. Then the student
explains, in_the language of the class.
what he read to the rest of the class. If.

he fails to get the meaning from the text, -

the teacher helps explain. After the pas-

finally the™ Watergate Method (1974).7 °

[ merely mention a few of the more
dramatic entries in the applied linguis-
tics lopters to illustrate the credibitity
whichﬁ(;:;h\ brings to his interpretation
of thi§ vigorously challenging new con-
cept in language teaching. -

.In his usual fashion, Ideah has clari-
fied the murky metaphysical meander-
ings of still another non-speaker of
English by putting them into simple
straightforward American educationese
so that even-our primary bilingual teach-
ers can understand them. The text is
available for every mother’s son [Dear
Editor, If that is sexist, please edit. [
can’t tZke another slur against my sup-
pbsedly anti-feminine remarks made in
all-innocence twenty yéars ago.] so I

will not comment on the style of the .

work but only expand on a few of the
areas ~which—in the manuscript gra-
ciously shared by the publisher—require,
furtlrer explication. In the hands of a
master teacher,S the classroom is quiet
but alive, passive but active, cognitive
but physical, a magnificant blend of all
we know about the way children learn
langdages.>~I.do have some reservations
about how* ¢ffective. the method might
be with adults.? In fairness to Ideah, I

- *should report that I have seen him us-

ing the method quite.sucgessfully with
highly motivated, job-guaranteed teen-
agers, ‘with up to as many as six stu-
dents in a classroom! .
The method s deceptively simple.
The students sit in rows at individual
desks-—any similar flat-surface will do—
with texts in. front of them. The text.is

C e . .
a passage from some classical work in

the target language.!® Unusual or diffi-
cult words in the text are cleverly
printed in boldfaced type and explained
on the same page in simple language al-

Q ady learned. The texts are quite short

\ . . r
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" seen Ideah give such a demonstration him-

page is completed in this manner, usu-
ally after about two days. the teacher
reads the lesson in its entirety and ex-
plains it again, thus affording the' class
a great deal of repetition.

I have oversimplified of course.!

The woes brought to our classrooms
by both the Woodstock and the Watcr-
gate Methods can only be countered by
Timbuktu black nagic. [Dear Editor, Is
that racist? If s0, substitute . . . count-
ered by tlie contributi}ns of a new and
vital communicative methodology such
as Timbuku.”] It would also appear to
be a more likely recipient of government
funding in the future.

1 Referred to in its earlier primtive form
as the Katmandu Method. Now nd of its
naive humanistice onientation it is rigidly
systematized on socio-scientific principles.

* The year of my high school graduation.

3 This error was repeatedly pointed out to
the profession by Seldon Wong, Jr. (1954,
1955, 1956, 1957). .

* Resoundingly attacked by everyone on
this side of the Atlantic but stll endorsed
by the French.

3Ideah was completely off base here, of
course. He obviously did not know his
approach from his flip flop. The Sanarkarid
is nothing but a series of classrdom exercises
which have no unity other than illustrating
the use of language inJsocial contests.
Clearly they were not meant to teach any-
thing.

¢The only génuine Arﬁerigan method of

the group, although its origin is obscure. -
TThe lattér was advantagedusly attacked
by Oiley, 4974; Plum-Cillee, 1975; and

Bravely and Week, 1976. The fact that each

continues to flog the dead method clearly

demonsteates the paucity of ideas in the -

post-Watergate era.

®One of the features of the Timbuktu
Method is that it can be used with success
by teachers who despise teaching. 1 have

self on more than one occasion. .

°In a forthcoming article “From Tim-
buktu to Tippicanoe” I will demonstrate
how the method can be modified and spe-
cified to suit adults learning English in
Indiana prisons north of U.S. highway 40.

YIn the English class I observed, the
text was from Thackery, a poor_choice for
ten-year-olds, I thayght. In the German class

«

4.

-

they were readgng Goethe. 1 think other
people’s classics are so much more classical,
don’t you? .

" See my forthcoming article “Tintern
Abbey by Timbuktn” which illustrates ghe
techyique, in full detail, for the third wgek
m grade si. O
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A GENERAL SURVEY OF ENGLISH
TEACHING IN_ THE PEOPLE'S

REPUBLIC OF CHINA ’ .
- . 1b)_'_ Yang Su Ying

On the plane from San Francisco to
St. Lous, a passenger n tigh next seat
mistook me for 'a Japanese. He was
greatly surprised to learn that in fact
I was Chinese. Curious to know where
I learned English, he wanted to know
what I was going to do in.the U.S. His
eyes widened when I told him my field
was English literature, and that I was
going for further study of English and
American Iterature at Washington Uni-
versity in St. Louis. Soon it was my turn
to be astonished by his questions: “Are
people allowed to learn English in your
country? Since I have heard that western
literature is considered decadent by your
people, how 1s it possible fer you to
come here to study. English -and Ameri-
can literature?” ,

Misunderstanding has wedged its way
between our two peoples owing to our
long separation from cach other. I hope
the following Dbrief remarks will be of
some help in eliminating such miscon-
ceptions. '

Today English is the most popular
foreign language m China. The learning
.of English begins in the third or fourth
.year of glementary schogl. Usually it re-
quires four or five hours a week. But
this is only the beginning. The learning
of foreign languages is also an important
requirement in secondary education.
Moreover a foreign language course is
compulsory even in universities. In order
to meet the enthusiastic demand of

.

courses in particular British and Ameri-
can writers like Shakespeare, Dickens,
Mark Twain, etc. Courses in linguistics
are sometimes also found in the curricu-
lum.

Foreign language institutes like Peking
Foreign Language Institute, Shanghai
Foreign Language Institute and Guangz-
hou Foreign Lapguage Institute produce
graduates who are expected to find their
professions as interpreters or translators.
Thus the institutes place stress on spoken
language, or oral skills. Most of the study
curriculum is devoted to language prac-
_tice: listening, speaking, and all kinds
of drills. Nevertheless, there are some
courses available in the relevant litera:
ture.

Students often have outside class ac-
tivities related to English studies, includ-
mg performances in English, such as
singing, story-telling, plays and comic
dialogues, or “cross-talks”. In doing so,
they improve their English speaking
ability. Very often they attend presenta-
tions by native English speakers who
happen to be teaching in the university
or staying there for a short visit.

Usually students mn forejgn language
institutes are given their assignments to
work as interpreters or translators some
time before they graduate, while those
who are ekpecting to be language teach-
ers are given opportunities for practice
teaching in the high schools under the
supervision of a regular «teacher. .

For non-Enghsh majors; 240 to 280
hours are devoted to the study of a for-
eign language during the college course,
depending on the .particular arrange-
ment of each university. The require-

ment for such non-major students is
others outside of the school, there aféy mainly the devei&?eﬁr’of reading abil-

English teaching programs at” different
levels broadcast by radio and an TV,
with hundreds of thousands of self-
Jearners. Usually three hours of classes
are broadcast each week.

In the universities, English may be
taken either as a major or a non-major.

Students majoring in English under-
take their training in departments’ of
foreign languages in universities or at
one of the foreignslanguage institutes.

University studénts majoring in Eng-
lish are required nof, only to master the
English language it
able to work in the field of literature or
to train as teachers. Consequently the
departments of foreign languages in such
universities as Peking University in
Beijing, Zhongshan University in Guangz-
hou, and Futan University of Shanghai
put most of their emphases on British
and Arpetican literature, in addition to
the language. At such institutions many
other courses are offered as well, such
as the geography and history of Britain,

but also to be '

ity in the target Jafiguage. Most students
are able to read only one and a half
pages of English per hour after comple-
tion of such study, They are required
to follow only simple spoken English
and to speak iery simple sentences. If
they can write, so much the better.
Teaching methods and approaches
within each of the institutes or univér-
sities vary from level to level. For ele-
mentary pupils, that is, for children, only
the direct method is used. No grammar
is touched upon. For university students,
especially for non-English majors who
will only be required to read, the tradi-
tional translation method is most com-
monly employed, with pattem drills as
an aid, For students majoring in Eng-
lish, however; pattern drills and the situ-
ational communicative methqd, as well
as the traditional translation method are
all used to meet the different needs of
the students and to adequately prepare
them for their future jobs. For these
English major students what most con-

the United States and other English- , cerns their teachers ts how to provide

speaking countries,

e development of !

them challenges to force them to speak

nicative method as an .example, the’

teachers try to create all kinds of situa-
tions which will force the students to
communicate amoﬁgst themselves. In
such cases, pictures are often used for
illustration, and, in order to stimulate the
students’ imaginations and make them
utilize orally the vocabulary they have
acquired. For example, the teacher will
distribute pictures tof the whole class,
one to each student. The pictures are
generally similar and are divided into
exactly matching pairs. Each pair is dif-
ferent from every other pair in a few
details. This means that in each group
twof students will receive exactly the
safne picture. The teacher then gives the
students vocabulary items to describe the
pictures. One student is then asked to
locate his partner with the matching
pictyre. Thus he has to describe clearly
to the group ‘what is in his own picture.
Since all the pictures are gencrally simi-
lar, if the student does not know how to
describe his own picture accurately, or
if his partner cannot recognize what the
other is talking about, the partners can-
not find each other, or will respond to a
wrong partner. In such a class situation
every student 1s motivated and excited.
Under these cgnditions the students
learn very well not only how to read
but also how to handle the vocabulary
reldted to the pictures.

Almost every university or institute
has a language- laboratory. Audio-visual

aids play an important role in the study"

of foreign languages in China. Usually
there are tape recordipgs for different
courses and levels. Bu?they are mainly
for after-class use and practice.

For Chinese students, particularly for
university students, English grammar is
not difficult since' there are many similar-
ities between English and Chinese gram-
mars. The- word order and sentence
structure are very much alike. Only a
few elements require special effort. These
are verb conjugation, participles, articles
and prepositions, as there 'is nothing
functionally corresponding to these ele-
ments in Chinese. . '

The pronunciation gf English sounds
is not hard for most Chinese students
except the consonants ‘0" and ¥, as no
such sounds exjst in’ Chinese. But for
students of some geographic areas, such
as Fujian, Guangtong, and Sichuan, who
have strong local accents even when
they speak Mandarin (the Chinese na-
tional language), learning English pro-
nounciation is a painstaking process. In
contrast, the students brought up in
Shanghai or in Peking have an ®&dvan-
tage over others when 1t comes ta, Eng-
nunciation is a painstaking process. In
lish pronunciation, for the Shanghai
except ‘@, and the Peking dialect (Man-
darin) is rich in*sounds too.

* English words that havé Chinese

lEngli.s‘h and Amerlcan literature, and English. Taking the situational commu- Continued on next page

ERIC /s , 32 e

-
. ‘ .

- 17



ERI!

ENGLISH -TEACHING IN CHINA

’ Continueq from page 17
equivalents only need to be committed
to memory while those without exact
Chinese equivalents require special at-
tention. For instance, the word ‘avail-
able’, which seems veyy simple to Eng-
hsh-speaking ‘people, often puts the
teacher to great pains to explain. Scores
of 'examples must be given as illustra-
tions. Everyday vocabulary words such
as ‘take’, ‘make’, ‘get’, ‘do’ are head-
aches for Chinese students. They are in-
volved in idiomatic usag®é, and the
idioms of a langhage are always the
most difficult for foreign students. Why
should it be ‘make fun of instead of
‘get fun of or ‘do fun of? No one, at

least no Chinese, can explain. This is .

most often the case with all foreign
language learning.

The problem of the utmost concern
to us Chinese teachers of English is how
to make our students think in_English.
Usually when our students try to speak
English, they think in Chinese first and
then translate literally into English. This
leads to a result that the English spoken
by the students 1s something like Chi-
nese, which is known as ‘Chinghsh’ in
China. For example, we Chinese never
say ‘I don’t think he will come’. We

Y .

f
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Aruitoxt provided by Eic:

4
must say (in Chihese) ‘I think he will
not comed instead. And the answer to
‘You don’t have classes today, do you?’
would be “Yes, 1 do not have classes
today.” Our answer to this problem is

" that an English environment must be

created to help students form the habit
of directly speaking English instead of
translating from Chmese fo English word
for word what they w:k\t6 to say. We
Chinese teachers must som8how provide
more opportunities for students to speak
with English speakers, such as guests,
tourists, teachcﬁ's and hopefully students
froin the United Stdtes, Britain and other
English-speaking countries. .
At_this.moment China faces an'acute
shortage of experienced teachtbrs, a prob-
lem which derives from the growing de-
mand ofthe society to learn foreign lan-
guages. Professors and veteran teachers
are getting old and unfortunately teach-
ers of the younger generatio} are not
sufficiently qualified * at present to re-
place them. This 1s in large measure,
the result of the ten-year disturbance in
education durmng .the Cultural Revolu-
tion. Our young teachers, upon whom our
students depend are weak in listening
and speaking abilities for lack of prac-
tice during those ten years. We must
frankly admit that the vocabulary they
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have is archaic due to the long separa-
tion of China from- the outer world. \
Happily, the present plans of our
government restore the emphasis form-
ery assigned to learning of foreign lan-
guages. Today, scholars in the field of
foreign languages are trying very hard
to improve their own academic quali-
fications and to upgrade’ the English
ability of the whole pogulation. Still it
is not .easy to fll the'gaping void in a
short period of time. We ape looking
forward to more exchanges %f experi-
ence, matenals and teachers with Eng-
Iish speaking countries, especially the
United States and Britain. I believe that
with the encouragemnent from the gov-
emmerit, the people’s thirst for'learning
and the great efforts of scholars, we will

come closer to attaining our goal. (]
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REFLECTIONS ON THE FIRST WEEKS
.OF CLASS IN AN E.S.L. PROGRAM

by Janet Martinez-Bernal
‘Bisbee, Arizona

They come from Bangladesh, from
Nigeria, from Thailand, Micronesia and
Japan, from Saudi Arabia and Qatar,

. and dailly more than one hundred com-
mute from Mexico, driving across the
Anzona highlands to our community
college’s English Immersion Program.
Some of them are barely seventeen years
old, others are thirty or more. Some
have never before left their, homes,
others ' are seasoned world travelers.
Some have worked at three jobs at a
time for several years to finance their
studies here, others are on generous
government scholarships. After testing
and registration, all are placed in classes,
and the imtial shared confusion subsides
into individual responses to the new en-
vironment.

The diversity of our students’ reac-
tions to their classes during the first
weeks of each session 1s immense. Their
changing perceptions of themselves, their
untried skills in English, their varying
abilities "to cope simultaneously \with
new food and housing, new teach
styles, a different climate, transportati
difficulties, unfamilia?“financial transac®
tions and—for many—the constant ache
of homesickness: All of these factors can
lead to responses that get W the way of
an easy adjustment. Manifsgtations of
culture shoek are a normal ccurrence
in the progression of foreigh student
adjustment; however, the labé¥  eulture
shiock” seems too general to help much
in understanding.what happens to many
students. They undergo a crisis those
first few weeks which colors their learn-
. ing experience and holds them back
from their full potential for months after-
ward.".

Four students I have observed dur-
ing the last two weeks exemplify the
[range of reactions encountered. They
Yare representative of recurring types of
problems, and each case raises issues
which have to be resolved.again and
agaip if we are to teach successfully.
- AY. tested into the intermediate
level. Dissatisfied with that result, he
re-tested the following day and placed

iy

~

Y

* within a few points of his original score.

Angrily, he demanded higher place-
ment, saying that unless he were able
to, take at least some courses with trans-
ferable credit he would be in trouble
with his country’s educational mission.
After reviewing his results on the math
placement exam, we allowed him to take
a math class and one other transferable
course in addition to the English. After
more argument, he finally agreed and

“

¢ completed his registration. Then he dis-

,"~peared, only to resurface .on the
¢ . -
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branch campus in a few days trying to
drop. the courses he had originally
signed up for and enroll in all regular
classes. He was discovered when in
conversation with an instructor he ad-
mitted, I no understand what you say.”

The Provost has informed A.F. thdt
he muy$t either return to the English
program or leave_the college. However,
admmistrative action does not reach the
root of the problem. This student does
not believe he really needs language in-

struction, instead he sces the fttempt to ~

meet his needs as an obstacle. How can
we convince him that a semester of
English 1s an mvestment that will pay
off in future academic success and that
he is headed toward certain failure if
he enrolls in regular classes at this stage?
That is partially a. job for the foreign
student advisor, but it also falls to the
teachers who see him in class every day
to make him realize the importance of
what he can learn in their classes, a task
in salesmanship that goes beyond tech-
nical teacher training.

M. K. is andther student who believes
that she has been placed in the wrong
classes, but her anger has tdken an en-
tirely different form. After the first week,
she appeared in the director’s office
with a list of the number of minutes

.shFelieved classes had begun late or
t

befn dismissed early and pointed out
two instructors had missed an hour
each of class (because of flu). Through
a translator, she demanded -that her
teachers compensate for the lost minutes
and hours she had paid for by tutoring
her privately. (In the same conversation
* she announced that she would not be Yin
class in the afternoon because ghe had
to go to the’bank.) This begirhing stu-
dent can follow a substitution drill ac-
curately but is not capable of answering
a simple question (How are you?) in a
nonpatterned situation.

Counseling by the foreign student ad-
visor and advice from more experienced
students from her coudtry do not help
M. K. in her present state of tension and
frustration. She won’t (or can’t) listen
now. In the meantime, her attitude has
to be mét on a daily basis in the class-
room by the teachers. How can we help
her to learn that more important than
keeping account of the minutes paid for
is the total experience of living in an
Englsh speaking environment, ‘that
more important than a correct response
in "a substitution drill is establishing
friendly communication with the people

her?

\

)

around
(?S\. has quite a different problem.

‘She 'already commupicates easily in
spoken English and fiow needs to ac-
quire reading and-wiiting skills in order
to become Self-supgbrting. She is in an
advance ition class and fre-
quently questions her ability to do the
work. She worries "about be'&g “too old”
v . '5 .
LW 'S

to learn new things. It is easy to see
how insecure she +feels "and also very
easy to offer the constant encourage-
ment she needs. Here the dilemma is
how to.maintain the delicate balance
between providing the positive com-
ments she seeks and the abligation to
offer suggestions that will lead to im-
provement. At what point does offering
encomagement becomne misleading? ,
S.R. is also in an advanced composi-
tion class. Instead of secking attention,
he shuns it. He is very young, and
home is 12,000 miles away. This is his
first time studying in a coeducational
school, and he finds it embarrassing to
lave femnale classmates and instructors.”
Then he is angry at himself for his, em-
barrassment. He is sharing a small apart-’
ment with several other students—also .
newly arrived from his homeland-—and
together they are learning to take care
of their daily needs” independently for

“the first time in their lives. The out-bf-

class learning is taking a lot of time,
and, 'at the end of two weeks, he ig be-
ginning to make excuses for turning in
assignments late. As the semester wears
on, curiosity will grow about social life
here, especially the activities forbidden
at home. How can we help a young and
inexperieficed studex*ike this one to
establish priorities; t9Mvhat extent is it
our responsibility to act as pirents? ° ,
Other more experienced students can
help; so can the foreign student advisor.
But in the last analysis it is the teacher
who sces the Stddent every day and
knows what is happening in his life.
Morcover, students often prefer confid-
ing in a teacher whom they know rather
than from the less familiar -advisor or
from other students. How can we teach-
ers better prepare to meet the inevitable
responsibility of counseling our students?
Each of the students described here
is afraid and under pressure. Teachers
observe, want t¢® do what is best “and
often feel powéfless. In our training we
learnéd about the structure of English,
about linguistics, about teaching meth-
ods; many of us also studied psychology
and served internships in.warious E.S.L.
institutes. But nothing we studied” has
trained us in ways to help avert im-~

- pending disaster when we see it in the

faces and hear it in the voices of our
students. Most of us teaching E.S.L. on
this campus have been foreign students
ourselves, and it is through the memory
of our own' past confusion and pain
that we reach out to our students and
speak with patience again and again.
But whit of the new teachers, the
ones now emerging from our M.A" pro-
grams in E.S.L.? Technieally well pre- -
pared, how many of them have had ex?
periences similar to what their students
are living through? How many of them

° .
. \

Continued on page 25
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REFLECTIONS

*,Cobtinued from page 19
have lived, joked and suffered in a sec-
ond language as their students will? If
they haven’t, how can we help them to
develop the inner resources necessary to
understand  their students, especially
during those critical first weeks of class?

Considering the tremendous impact
“that “culture shock” in its many forms
has on E.S.L. .students during théir, first
weeks in our classes, it seems tha} grad«
uate programs irr Teaching English -as
a Second’ Language should indlude a
coufse in intercultural communicatioy,
dealing specifically with the sitwations

¢ that lead to" personal crises for newly
arrived E.S.L. students, giving the pros-
pecte teachers some methods ‘of iden-

-tifying potential problems as well as
dealing patiently and sensitively .with
those problems which arise despite all
best efforts. Offering yet anothe? grad-
uate course is hardly a direct solution

. to the daily problems we face, but even-
tually it would result in more teachers
*being prepared to help students cape
wath thefr new lives in our classes. Crisis
Huring “the first weeks will ‘always be
with us, but if we are ready for it, the
impact on our students’ learning can be

Jessened. - .. O
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EXPECTATION: A CASE OF
DISCOMMUNICATION
by James F. Doubleday

Rio Grande College and
Community College, Ohio

v

- Often students of Englhsh have diffi-
culty with theeexpectations mvolved in

[}
using pne form rather tlagnianother.‘ the

negative question Tathet. than the pesis
tive, or a few rather than few. This kind
of choice 1s particularly troublesome be-
cause 1t may lead to “discommumcation”

—that 1s, the parties to the conversation,

may believe that they understand each
other when they are actually commruni-
cating opposite - meanings. Since they
believe they understand each other, they
wilt never attempt to clarify the rhis®
understanding. Both sides to such an en-
counter may leave with hurt feelings.

And these expressions are not arcane,

they aré” constantly used in teacher-stur-
dent and busmess office relationships.
To illustrate the problems involved in
using a form that implies a particular
expectatron, - let’s begin with a dassic
case of “discommmunication.” A’ student
in Iran would often poke his head into
our communal ‘office and ask, “Isn’t So-
" and-so here®® Every time, we teachers

would feel a momentary surge of an-

noyance at the calm assumption that the
teacher ought to be there at all times
_for the student’s convenience. That was

* s not the student’s assumption at all; he

~/

- was simply translating the question into— The teacher has been absent

N

English as he would normally have made
it in Farsi, and m Farsi the negative
question implies no particular expecta-
tion. But even after we had rfecognized
that, fact,,we still had difficulty in re-
pressing our annoyance at the seeming

'\ assumption implied in the question. We

would- often respond in a slightly mali-
cious or grieved tone. The student, puz-
zling that tone out’in the hall after a
series of such encounters, might well
arrive_at ‘the conclusion -that Americahs
-~
were 1ncl?3qd a grumpy breed.
Consider the following four questions:

 —
’

#1 fs the teacher here today?
#2 Isn’t the teacher here today?
: #(} He’§_ here today, isnit he?
‘#4 He w10t here {oday,”is he?
The first of these questions has no in-

herent expectation of one answer rather

“than another: the speaker is simply ask- -

ing for information. The speaker of each
of the other three sentencés is also ask-
ing for information, at least if the ques-
tions are asked with rising intonation,
but*the form of eath question also im-
plies a particular expectatiop.

The negative question (#2)-implies
that the ‘speaker had expected the
teacher to be there: In other words, he

@ ected the corresponding affirmative

ERIC
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/ tion—for .
1

*ceding the tag question to be tr

*he?”

v

statement (“The teacher is here today”)
tq be true. But something has fappened
t6 make him question his own expecta-
tion. For examplé, when he came into
the classroom the teacher was not there,
even though the class will begin in oneg
minute and_ this particular tgacher is in-
variably present at least five minutes
before class”begins. So he asks a friend

in surprise, “Isn’t the teacher here to- ¢

dayX’ *

Oide problem with this kind of ques-
{ alents  with panese-
anguage backgrounds, for example—is
that although the form of the question
depends on the épectation of the ques- .
tioner, the form of the answer depends
solely on.the facts of "the situation.»If
the teacher is there, the answer to the
question'is “Yes, he is,” the samne as if
the question had been asked in the form
of #1. This is not predictable. In fact,

* if the student tries to work out lo/g{cally

what the answer should be, he is/likely

to come up with “No, he is,” an answel
.

that takes account both of the negative.

form of the question and the facts of the
* situation, but unfortunately 1s incorrect

for English. -

Questions like #3 and #4 are asked |
for confirmation or reassurance. In both,
the speaker expects the statement pre-
; the

only difference is that in #3 hi
tation is positive, in #4 nega

Let us consider a situation
a speaker would @sk a questio
om class
for three days bocause of a bad cold,
but the departmental secretary-has an-
nounced that he would be back the next
day. A student in the class, hurrying to
be on time, ovértakes another student.

o The first student thigks that the teacher

is  probably going*to be there, partly.
because of the .announcement, partly
because his fellow-student is also hurry-
ing to class; but, for reassurancé, he
asks, “The teacher’s here today, isn't

Question #4 has the reverse expecth

- * .

1

‘mswer “No” to #3 or “Yes”, ‘\to' #4, and
would be startled and even upset if she
did get that auswer. )

It might seem that, if a speaker is
couvinced of the truth of her statement,
shg would. not need to ask it as a ques-
tion. And perhaps not; but it is fairly
commonly done. One example I remem-
ber is from a P. G. Wodehouse short
story, The niarrator has engaged a secre-
tary from the Harley Street Secretarial
Agenocy to take dictation. However, he
discovers that whenever she sits down
with her pencil poised to record his

every word, his mind goes blank. When

he finally gives up trying to dictate and
the two are simply talking together, he
begins with the two following quéstions.
“You're“ from the Harley -Street Secre-

tarial Agency, aren’t you?”. “That’s in .

Harley Street, isn’t it?”

" The second question is comic, a sign
of the speaker’s nervousness. But the first
questiongjs natural enough. A speaker
will often begin a conversation, espe-
cially with someone he does not know
well, with this kind of question. The
question furnishes some basis for the
conversation; 1t shows that he knows at
J€ast something about the’ person he’s
talking to. .

The distinction between few and a
few (or little, and a little) is not the
ordinary distinction signalled by the
article, and it gives students trouble, A

_standard ESL grammar; Krohn’s English

Sentence Structure, recognizes that this
distinction needs special treatment, and
provides it as follows: 'Y -

Few, and a few, litARe and a little are

ﬂi}“tly different. -
{ fetw and a little mean “a small num-

ber” and ™a small quantity,” ‘respec-
tively. Few and little mean “not . . .
many”™ and “pot ., . much.”

John has a few gdood friends.

John has few good friends. (g{e doesn’t
have mgny good friends. ),
You made a few=mistakes.
You made few mistakes. (You didn’t

\

{ion. A teacher, looking around her class, ’

otices _that So-and-so is wissing. So-
and-so was not looking well on Monday;
he had ,a sore throat, sniffles, and a hack-
ing cough. He was absent Tuesday. This

" is now Wednesday; the teacher does not

really expect him te be in class yet. But,
for confirmation of her expectation, she
asks, “Mr. So-and-so isn’t here today, is
he®’ -

The discussion so far has assumed
thaf the tag questions were asked with
rising intonation. 3Vih rising intonation,
the speiker is not convinced of the truth
of her statement. She thinks it is prab-

ably right, but there is still room for

doubt. With falling intonation on the
tag question, however, the speaker is
convinced of the truth of her statement.
She does not in any way expect the

.38

\ 4
B

n‘@ke many mistakes. )

I have a little time. ,

I have little time. (I don’t Rave much
time. )

This explanation®is not wrong (though
“slightly different” is a considerable un-
derstatement) angl in fact is helpful to
the student. But it is inadequate, since
it leaves out the expectation of the
speaker, whicly is almost reversed from
one phrase to the other. In fact, the two
sentences in each pair might describe

the same situation, but the point-of view -

‘of the speaker would hg quite different.

.Let’s look mare closely at these three
pairs of sentences and the attitudes of
tfe speakers. Anyone stating that.“John
has a few good friends” is making a

14
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EXPECTATION

Continued from page 21

posm\e Statement, “z listener mlght re-
ply. “Good for him!” However, “John
has few good -friends” implies that he
has fewer than most people, fewer than
he needs, that he 15 lonely and friend-
less, a sympathetic listener might com-
ment “Poor John!”

In the second pair of sentences, the
speaker of the sccond sentence, “You
made few mistakes,” is praising the

¥
hearer. He had expected more mistakes.
Perhaps the sentence is evén implying
that almost anyone would lave made
more istakes. The speaker of the first
sentence, however, is not praising.' On
the surface he is making a statement of
fact, but he is probably mtending a mild
" criticism. A scntemce like this one is
often part of an explanation to a stu-
él%nt as to why his grade was low.

“ell, you followed directions and your
general 1dea was vkay, but you made a
few mxstdhs in wordmg and m sentence

structure.” “Here, “a few” 1s “more than
expectegl”, it mphes  something  like
“too many.”

The third pair of sentences, .as reply

sentences, differ in that one is an ac-
’

ceptance. the other a refusal. If a stu-

dent stops a teacher and asks, “Can you

explam  such-and-such to” me?” the

teacher mlght well reply, “Yes, I have a

httle ime.” Here the expamkd nieanttie®”
s is “I have another class soon, but I do

.

» ««

want to talk to you.” “I have little time,”
on the other hand, is a_dismissal of the
questloner i

“I have lttle time for such-and-such”
is a severe enticism, as “You made a few
mistakes” 15 a mld one. “I have httle
tune for modem art” és a disissal of all
art since the 19th century, I have little
time for student excuses” mplies a be-
lief un the speaker’s, part that most stu-
dent excuses are lies; “I have little time
for her problems 1mplxes a belief that
most of the “problems” are imaginary.

There are a number of situations in
which either vue ur the other expression
imnght be used, depending on the speak-
er's expectations. One su‘ch situation is
as follows. A student comes into a room
w wluch the International Club is going
tu et soon (in five minutes, perhaps)
and sees seven or eight people there. If
lie expects around eighteen people, he
may say, “There are a few people here.”
If, ou the other hand, he expects fifty o
siyty people, Lie may say disappointedly.
“Phiere are few people here.” (In fact, tt
seems mwore natural to say, “There are
very few peuple here.” “Very few” seems
in practiee equal to “few,” but more
commonly used.)*

° ‘Any expression that depends on the
speaker’s expectations cannot be taught

sumply by teaching the structure of the
expression, or cven by teaching both the
structure and the super-segmentals. It
can be taught by rale-playing. and o
deserves the e that role-playmg -
volves. However, the teacher must be
cautious in setting up the role-playing

qndde o few mistakes.”

situation so that the key factor of ex-
pectation is@tHoroughly understood. It
may even be necessary (contrary though
it is to usual ESL thcory and practice) -
to use « kind of bad example. In other
words, the tcacher may need to point
out explicitly how the .dialogue may
break down if oue of the participants
uses the mapproupriate expression or mis-
understands the appropriate one. For
example, when the teacher says, “You
] the student needs
to know that the reply, “Oh, good! (Not
wany mistakes this time. I'm getting
better,” 1 not appropriate. Or, in the
vriginal, case, when the student puts his
head mto the office and asks, . “Isn’t So-
and-so lierc?” the teacher needs to give
the rcaction that would normally” be
politely  suppressed. “What do you
mean, fsu’t Sg-and-so here? Who do you
{‘hmk you ‘f;c" Do you think that the
tmd\er has “to Le there at all times for
your cunvenence?” More subtly, the
teacher may o over to the filing cab-
met, searelt i it carefully, and then re-
ply, "No, sorry, she’s not here.”

Such rule-playing will demonstrate to
the student the expectationg that are in-
volved m using the negative Qpestion or
a fea few. In the future, whén the stu-

. dent 1s taking part in a dialog and”one

of these expressions is used, both parties
will understand thé” other’s meaning,
mstead  of misuuderstanding . withput™
cven beeoming aware that they do mis-

understand. In other words, discom-
muamcation will have become” communi-
cation 0
‘
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GAMES ESL PEOPLE PLAY

. K
by Jerfy Steinberg
> St. Jean, Quebec

I don’t wait forAfhe closing minutes
of the period or .day to play a game
with my students. You can “catch” me
playing games with my students at any
time of the day—yes, even at the very
start of the day’s lessons. And I never
feel that I'm “slacking off” w});n we
play. .

Games have many ‘“raisons, J'étre”,
seven of which Ill outline For you.
(Memorize them and you can defend
yourself 1f you ever have to justify play-
ing games with your students.)

I use games to reinforce newly-
acquired material. ‘For example: You've
just taught the cardinal numbers and

you want ‘to give your students an op- '

portunity to use thém in a meaningful
context. So, you play “Ninety-eigh”k‘a

, card game which requifes the players™to
orally add ‘card values to a maximum of
98. *

. ¢ A second justfication for games is
review. Suppose it's been a while since
you taught the simple past of irregular
verbs and you want to check and re-

. fresh your students’ memories. One of
my favorites is “Tie-Tac-Toe” (or “Xs

and Os”). The class is divided into two ,

teams, namely; Team X and Team O.
‘ >é leave @

X0 -

) i write@ . !

. lose

=
—~

S

One member of Team X choobses a posi-
tion on the grid and must use the verb
occupying that position in a sentence in
the simple past. If the senténce is cor-
tect, Team X gains that position. If
wrong, the turn is lost and a member
of Team O can try for any vacant posi-
tion which will help his team. The first
team to occupy three positions in a row
(vertically, horizontally or diagonally)
o wins the match. New verbs replace
used ones for each suceessive mateh.
If your class has been working hard
for a long time in their seats, a game
. would be an enjoyable and profitable
- form of relaxation. A popular game with
my students is “Rhyme Mime”. One
player thinks of two rhyming wgtds
(sueh as “ship” and “trip” or'“hot” and
“pot”) and acts them out in mime. The
student who guesses one word wins two
points, the second word is worth one
point, and if both words are guessed by
the same person, he/she wins 5 points.
If there is a task ahead, for whieh
neither = you nor your students can
Q@ ster much enthusiasm, a game ean
ERIC ‘
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‘%6 offered as a future reward to en-
jhdadiihid
courage co-operation. Or, if your class
has performed exceptionally well during
ascertain activity, such as an &r\al drill
or independent reading, a game pro-
vides” an immediate reward for good
behdviour. One of our most preferred
games is “Password”. The students arc
paired off and onc partner of each
team 1s shown the “Password” (cxam-
ple; “cup”) and,‘in turn, says one word
wlhiich will, .he hopes, prompt his part-
ner to ‘guess the “Passwérd”. ,Words
such as “coffee”; or “glass”, or “handle”

or “saucer” are good clues. I allow my

students to. refer to their dictionaries or
thesauruses when it isn’t their turn to
speak, but I advise them to, avoid.
choosing words which their partners
wqft understand.

0 make the game more challenging,

I stipulate that clues cannot contaip or,

e contained by the “Password”, so’that
if the “Password” is “blackboard”,
“black” and “board” ¢annot be given as
. clues to elicit the “Password”. I also in-
sist that clues cannot be proper nouns.
This prevents students from insulting
gach oﬂler, should the “Password” be
a word such as “fat”, o “ugly’ or
“stupid”.

Games tend® to reduce
especially if the competi_tT\;e element is
diminished or cluninated. The shy or
linguistically weak student will feel

inhibition,

. more at ease and will participate freely

if the object is just to have fun, and not
to score points and win or lose. Al-
though competition often adds excite-
ment and increases partieipation, it can
just as often increase the pressure to
perform well and exclude the timid stu-
dent or the one who is less sure of his
facility with the language.

Should a lull occur in the wmterest ex-
hibited toward the lesson being taught,
a short game would®raise attentiveness
5o that the lesson could be resumed for
the benefit of all. '

If you've been having trouble with
rowdy students, a game can restrain

rebellion. Class clowns don’t have to
“clown around” to get attention, and

~who would risk frritating the teacher,

thercby bringing a premature end to a
fun aetivity. . -

Each and, gvery game in my collec-
tion of over™150 games utilizes a lin-
guistie, structure and develops at least
one linguistic skill #(if not all four).
Thereforg, rone of thetp can be labelled
a waste of time. ’

So whether a game is used as a
warm-up or a cool-down activity, it can
be beneficial to language students, both
linguistically and behaviourally. And I
can vouch for the faet that teachers
‘enjoy games, too.

Who says learning (and teaching)
can’t be enjoyable! - |
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INSIGHTS FROM OPTOMETRY: A
SIDE-VIEW OF TESTING

by Virginia Freneh Allen

For the test of peripheral visien, the
subject peers mto a darkened screen on
which a point of t sporadically ap-
peats. The light, flashed by the techm-
cian, advances £1om one ditection
another toward the center of the scrg
The subject presses a button when
the point of light is perceived.

The task is tedious. Even an adult
with professional interest in” testing loses
interest, attention often flags. The per-
fornance has httle apparent relevance
to everyday seeing. It is artificial, as
paper-and-pencil tests aie artificial
when used as measures of communica”
tion skills. So nuses the subject, a lan-
guage teacher, while dutifully pressing
the beeper at cach appearahce of the
Iighted dot. a

Afterwards, assured of the hoped-
for 20/20 score, the Subject quizzes the
Technician about the test procedure:
S: Lve done some work with language
testing, so I'm wondering how you feel
about this kind of vision test. It’s so
mechanical, so different from real see--
mg. How can vou get a valid picture
when vou ask someone to sit there press-
mg a button cvery time a light ap-
pears? That’s an unfamiliar technique.
T: Right. So I don’t even keep®score
during the first few minutes of the test.
I' didn’t record vour responses till 1
could see you were feeling comfortable
with the procedure. I paid attention to
your reactiofis, though.

S: WhatAo you incan?

People have different reaction
times. Some can do the task faster than
others. Somie get tired sooner, too. I'had
to find out how you rdected, so I could
evaluate your tesponses when I finally
began to record them.

S: So you would not give this, sort of
test to several people at the same time?
T: It wouldn’t mcan anything. You
have to notice so many things about the
person while the test is going on.

S: You just mentioned the fatigue facr

" tor. When yop were trained, did they

tell you how long a testing period could
be, without réaching the point of di-
mmishing returns? . .

T: Like I said, every person is differ,
ent. You 'have to notice how the person
is responding. There’s no one length of
time that's right for testing everyone.”
Sometimes, when theyrg-really elderly,
I tell the person to cothe back*for an-
other short session” after I've been test-
ing for just five minutes. Once I had a
man who had played poker till 4 a.m.
that morning. I could tell he was falling
_asleep in front of the screen. I had him
come back another day. You have to

\

< ' Continued on page 25
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» Contintued from page 23
. watch what is happening as the test
goes along. . Lo
S: Don't you find that attention makes
a difference? I'm sure I missed some
dots because my mind was on some-
thing else when you bashed ‘them on
i the screen.’ .
+ T: That didn't really matter. You sce,
the pattern is what’s important. I look
¢ for the pattern of performance, not the
ewe--— -—— -~ . accasional. missed beep here and there. *
That’s where the art comes in. The t&
may look mechanical; that's the word
{ you used. But interpreting what hap-
pens, what someone 1s doihg with it—
that’s what counts. And that takes art. .
. [How many sapplications to language
testing does this episode sugges‘g?] ]
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SUGGESTIONS FOR ESL.
SUPERVISORS

by Emilio G. Cortez
) - Yeadon, Pa.

The®ocal point of this article centers
’ upon appropriate ‘behaviors and ‘or sug-
gestions that E.S.L.\supervisors can im-
plement to initiate and to maintain a
good rapport with the ,teachers they
supervise. S
One situation that sometimes hinders
supervisdr-teacher rapport occurs when
the teachers’ expectations of the super-
visor’s role: are incongruent with the
supervisor’s actual responsibilities. Thus,
it is a sound practice to disseminate an
overview of one’s supervisory role and
rationale as soon as possible in order to
gvoid ®any inisconceptions.

A timely demonstration lesson ~can
help nurture supervisor-tcacher rapport.
If“a supervisor makes it a general prac-
tice to conduct a demonstration lesson
carly in the supervisor-teacher rclation-
ship, mmany positive aspects can result.
From the onset: T,

1) The feacher can obscrve the ef-
fectiveness of the supervisor's teaching
strategies. 2) Empathy 1s facilitated duc
to a reversal of roles. 3) The supervisor
communicates® a ‘genumne willingness to
get involved. 4) The supervisor obtains
first-hapd information about the teach-
cr’s students.

Some teachers find criticism difficult
to accept after a supervisor has observed

= them teach a lesson. For this reason, it
is suggested that  supervisors refrain
from criticism until teachers have com-
me'nted on their own teaching. When
teachers are given thc opportunity to
evaluate their own teaching, they will
often disclose the underlying tenets, of
their rationales. Such information can
be helpful to supervisors in determining
.teachers’ strengths and weaknesses and
i planning subsequent conferences.

A supervisor’s frequent self-evaluation

S

]

Ve

§ and introspection can help to identify
and- to remedy co’unterproductiv’evat-
. terns of interpersonal behavior. More
specifically, some supervisors would

benefit by carefully considering the fol-
lowing questions: 1) Are there ecurring
patterns of incidents that tend t6 under-
mige supervisor-teacher 1apport? If so,
what are the patterns? 2) How can such
incidents be avoided in the future?®

In a report on a study, “Supervisory -

Behavior and Interpersonal Relations,”
the findings indicated that generally
positive evaluations by teachers resulted:
1) When a teacher perceives his super-
visor’s behavior as consisting of a heavy
‘ emphasis on both telling, suggesting,
and criticizing, and on reflecting, asking
for information and opinions, etc. or 2)
- when a teacher perceives his supervisor
as putting little emphasis on the telling

El{lC 881" -

Aruitoxt provided by Eic:

'\ < .

’ - (4
dimension and mach on the asking 1e-
flecting dimension. A supervisor's em-
phasis on asking questions and sceking
inforination from a° teacher transmits
openness, humility, and con%]’ence—
qualities wluch when sincerely . com-
mumcated contrnibute to  establishing
rapport. ’

. important part of a supervisor's
cffectiv eness necessitates a sensitive and
1esponsive demcanor to the psycholog-
1cal dispésitions of tcachers. In keeping, |
with this notion, Transactional Analysis

¢ constitutes a provocative approach for
comprehending human interaction. A
thorough understanding of Transac-
tional Analysis can provide many in-
sights into the transient natuie of cgd-
States and can ultimately impiove a
supervisor’s abilty to establish and to
maintain a harmonious rapport with
teachers. v

Proponents of Transactional Analysis
*assuine that there aie three ego-states
{Parent, Adult, Cluld} within any indi-
vidual. Furthermore, these threc ego-
states are not considered theorctical
constructs  but  psychologicadadicalities.”
T!lomas A. Harns discusses the analysis
of 'a “transaction” in lus book I'm OK,

You're OK .

. The transaction consists of a stmulus [a
statement or gesture] by one person and
a response by another. This response in turn
becomes a new stunulus for the other per-
‘on to respond to. The purpose of the anal-
Eo1s is to dgscorer wineh part of each per-,
son—Parent, Adult, or Child—s origmat-
« g each stimulus or response.

A compilation of suggestions for pro-
moting rappot, with teachers will now
be presented.”, 1) *Clarify teachers’ mis-
conceptions cancerning the scope and
specifics of “your supervisory ~duties.
2) Show a sincere willingness to necept
aiticism. 3) Engourage teachers to be
creative and to dxperiment with differ-

. : N\

judgment. 15) Maintain assertiveness
without showmng_ hostility or excessive
aggiessivencss. ?8) In making-a point,
be tactful yet clear. 17) Intellectually,
be broad without spreading vourself too
thin and deep without sceming too
“hookish” or “pedagogical.” 18) Avoid
an air of supenonty. 19) Be helpful but
not solicitous. -7 ;o
By munplementing the suggestions hete
deseribed, E.S.L  suptrvisors can “takee
positive steps towards establishing  ef-
feetive supervisor-teacher relations. A
harmonious  professional  rapport  be-
tween supervisors and teachers can fa-

cilitate the reahization educatienal
goals, . 0
P ~ ‘
[}
- ‘l
LY
& .

ent teaching -appréaches; i.e., communi- s .

cate an’ opemcss to change. 4) Make
it & general practice to try to schedule
your first demonstration lessons as soon
as possible. 5)Refrain from criticism un-
til teachers have had the opportunity to
evajuate their own teaching. 6) Strive
to identify and to avoid incidents that
tend to undermine communicatagn. 7)
Listen iptently to teachers and dIscuss
issues in & G it ifashion. 8) Cultivate
“patience and-miake it a habit to praise
teachers whenever they merit it 8) At-
tempt to equally exhibit the following
behaviors: tellipg#suggesting, reflecting,
and asking ‘quéRtic ng:f510) Attempt to
schedule conferences at 'the- teagher’s
convenience. 11) Attemptitq"work %y to
impgrtant, matters gradua]ly.'ﬁ2) Don’t
ovefvhelm teachers by attempting to”
accomplish too much in a single con-
ferente. 13) Avoid—getting involved in
school gossip. 14) Don’t be reluctant to.
admit that you've made an error in
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USING FILMS AS A PRF-WRlTlNG
© KCTIVITY ﬂ

by Sandy McKay .

San Francisco State University

Composing involves the dual task of
deciding what to say and how to say it.
Perhaps due to the concern of ESL
classes with acciracy, the emphasis
teaching composition has often been on
how to say it. Many writing texts pro-
vide ESL students with a topic, or else
assume thdy already have sométhing to
say and thus, immediately procecd to

the how of a composition. While this,

aspect of the writing process certainly
must be dealt with, i equal attention is
not given to the question of what to say,
we as composttion tcachers will likely
fail to promote cffcctive writing.
Shaughnessy (1978: 81-82) contends
that implicit m fhe art of wrifg is the
following sequence. first, gettmg the
thought: second, » getting the thought
down, and third, readymg the, written
«statement for other eyes. She maintains
that . although students have difficulty

. with each of these, steps. the most diffi-

LY

S

cult is getting the thought. Many strate-
gies have been suggested to aid students
w this initial task, dating from Aristotle’s
classical topoi to 1hore recent theoncs
like the Pike, Becker and Young's par-
ticle, wave and field approach. However,
one cffective method for invention that
has not received the attention it should
is the usc of short unnarrated films.
Films bave several advantages in help-
ing students find something to say First,
they prondc students wih a concrete
context in which to explore their own®
feclings and cxperiences. According_ to
Langer (1933:412) film “is ‘like’ a
drcam in the mode of its presentation. it
creates a virtual present, an order of
direct apparition. The mqst note-
worthy formal characteristi¢ of drcam is
that the drcamer 1s always at the center

of it Clearly, it is the immediacy of*the
ity € e ”»
expericnce, the “virtual present,” that

‘makes film a vajuable tgol for gcnemtmg
wntmg ideas.

Secondly, ﬁ]ms share with literatyre a
potential for,.not only drawing-forth’per-
sonal experiences, but also, ordering
those expcrlences According to Rosen-
_ blatt (1978 ll), a htemry text scrves
“two functions “First, a text is a stimulus,
activating elcments of the reader’s past
experence. . . . Second, the text serves
~as a blueprint, a guide for the selécting,
rejecting and ordering of what is being

called forth.” Certamly, films offer these
same benefits, with oge additional ad-
vantage. While the linguistic difficulty
of 2 hterary selection may impede a non-
native speakers own aesthetic -exper-
jence, unnarrated films avoid this prob-
f'"'l Films, of course, like hteratu)@, will

.

- .
. .
. .. o N,

elicit very different reactions, some per-
haps due to cultural differences. Yet, n
this way, they provide a context in
which to explore cultural differences.
The viewing of a film,like the reading
of a fiterary text, involves an interplay
between the culture of the#ext and the
culture of the viewer. §,Rosenblatt’s
(1978. 56) description of*a rcader s
certamly applicable to the viewer of a
film. “The reader draws on his own in’
ternahzed culture in order to elicit from
the text this world which may differ

‘from his own in many respeets.

The hterary ,transaction’ may thus em-
body, *and probably to some degrce al-
ways embodies, an interplay between at
least two scts of values.” o
Films, then. in so far as they activate
and order pcrsonal cxperience, can be
of bencfit m getting a writer started.
The challenge of a composition class,
‘however, is to Bridge the gap between
gotting the thought and discovering a
creative and cffective way to express this
thought. It 1s at this point in the writing
process that stude nts, need the most help
As Selfe and Rodi (1980. 169) put it,

As teu(-hcrs of composition and rhet-
oric.t most of us havg come to realize
the) necessity and benefits of involving
students i the mitial process of m-
ventioi—that  process which  actively
engages students both in examining
their experiences for that which they
find mteresting and valuable. and m
determming ()r.discovcnng the 1nost
<ffectne way to wnte about these ex-
pertences for the composig task at
hand. And yet many of us have also
comé to recognize the reluctance and
sometimes the malnlity of students to”
undertahe autonomously this dual task

While the viewing of a fiin can aid stu-
dents with the first task, thit of examin-
mg their expernences, they are still faced
with the sccond task of+ dlscovermg the
most effective way to write abodt them.
What the ‘students nced ,are samc heu-
ristic devices to help them in ordering
their thoughts for the compogition. The
following is an example of two such
heuristic devices designed for use with
a spccific film.

The film is Le Haricot (The String
Bean), a short unnarrated film (seven-
tcen munutes) by the, French photog-
rapher, Edmond Sechan. The film is a
portrait of an olg woman who carefully
guards a potted bean plant (rom birth
to death. She plants the seed in her
apartment, watches it develop, replants’
it a nearby park, and finally witnesses
it being discarded by the park gardener
However, before it is thrown away, she

1s able to salyage some seeds, take them

home, and Legin anew the task of nur-
turing a string bean. The film is thus
not only a vignette of an old woman,
but a commentary on man’s relationship
with his environment.

<]
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g ,

e the various themes
of the film, heuristic de-
vices could be used. Theirst chart re-
quires students to focus on the actions
of the old woman, and to then use these
actions to make inferences about her
character.

In order t

Directions: While you watch the filn

write down £l the actions of the old .

woman. After viewing the film, indicate
shat vou beheve cach action demon-
sttates about her personality. The first
one 1s done for you.

ACTION

1 The old woman finishes her sew-.

ing for the day, puts the thread and
scissors in the (]ra)vcr. and closes the
sewing machine.

1 " INFERENCE

1. Fhe fact that she carefully returns
each 1tem to a designated spot suggests
that she 15 neat and orderly.

ACTION

.2, She takes out the cookmg pot, fills
it with water, and puts m some bean
seeds.

After completing this shect, an im-
poreait  follow-up would be for the
students to shaie their findings. Un-

doubtedly cach student will note chf-
ferent actions m the film, and draw
quite varied conclusions  about  these
actions. The fact that some students may
attuibute the putting away of the sew-
ing tems to ncatness, while others sée
it as comnplisiveness will illustrate the
umqueness of thensmferences. By comn-
pleting the chart, the students will have
made Jome progress toward what
Shaughnessy terms “getting the thought
down,” In the essay- itsclf then they
mxght explore the character of the old,
woman, The reaction shect will no
doubt be valuable formmg general-
izations about the old woman’s person-
ality and substantjatitg them with re-
levant examples. An alternate ‘assignment
might entail baving the students observe
the actions of a stranger, and draw in-
ferences about thede actions as the basis
for a character sketch.
+ A sccond reaction sheet that could be
used with the same film draws on the
theme?of man’s relationship with his
environment. Selfc and Rodi (1980.
170) describe % heunstic device to help
students arriveeat a_fuller definition of
self. This is done by asking students to
view themsclves from three different
perspectives as they cvolve over time:
Each frame in their structure can be
cxpanded ou with additional questions.

_For example, an cxploration of self in

the past might involve questions such

-~

as, “What did I likeydislike about myself
five years ago?P”
5 > . Continued on next page ”
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. USING FILMS

Continued from page 27
SELF-DEFINITION

What was I hke at 5 years of
"age? .

What kind of person am I
today?

What kind of person will I be
in 5 years?

PAST
PRESENT

FUTURE
SOCIAL-DEFINITION '

How did others see me physi-
+ cally as a child?

PRESENT

PAST

How do others see me physi-
cally today?

How might others fee me in
the future?

ENVIRONMENTAL
DEFINITION

What “things” helped me reach
goals 10 years ago?
PRESENT -What “things” do I utilize to
reach my present goals?

What “thmgs” might I use to
reach my future goals?

FUTURE

PAST

FUTURE

Le Haricot is a film which explores an
individual largely from the envijronment
perspective. The following device is de-
signed to help students define the old
woman in terms of her relationship with
the plant as it develops over time.

Directions: List the various thin'gs that
the old woman does with the plant.
Then indicate how you think she felt
about the plant at each stage. In order
to describe -how she felt, it will be par-
ticularly useful to carefully observe her
facial expressions. '

ACTIONS

1. The old woman boils the seeds in
order to plant them.

2 She goes to the market to find
some soil to plant the' seed.

ﬁ _ FEELINGS
- {How do you think the- woman felt

* about the plant . . .

when she first plante(ﬁ it? .
the plant?
when she planted it in the garden out-
side? R
when the gardener picked the plant?
when she headed home with the dead
plant?
when she boiled the seeds from the dead
plant? =
when she planted the new seeds?
when the new plant began to grow?
Once students compare .their ideas
about the old woman’s feelings toward
the plant, they could thén proceed to
write an essay in which they discuss the
old woman’s relationship with the plant.
In an _alternate assignment they might
examine their own relationship with
something in the environment (an object

a
3

or place), and its development over
time. The following is a student essay
written in response to such an assign-
ment.

The Porcelain Bell

I have a brown porcelain bell on «
shelf in my house. 1t is very important
to me bechuse it helped me a lot
several years ago. 1 got it at a small
temple in Japan when 1 was very un-

- happy. 1 visited the temple to beg

Buddha to give e a baby because
I had just lost my first baby before,
and also I was told by a doctor that
there was no hope for me to have a
baby again.

I met a Buddhist priest who taught
me to wait for a baby spirit’s coming
from heaven. He said, “Buddha might
send you a‘baby spirit someday when
you are ready, but you have to .clean
your mind and not to forget to thank
him for what he does every day fo
you. This bell will remind you to
pray and to thank Buddha, and
Buddha will hear your. bell and be
remmded to think about you too. But
remember that the more you clean
your mind, .the more beautiful sound
you make with this bell.” Then he
gave me the stall bell. After 1 came
home, I kept ninging the bell because
I wanted to have a baby so much. 1
rang the bell twdoe a day and prayed,

hs

why I was ringing the bell. And soon
I noticed a baby spirit inside of me.
Now I have two children, one hus-
band and the “bell.

As this essay illustrates, films can be
valuable in getting the students started
to write. Clearly, viewing the film is not
sufficient. What is essential is that the
teacher provide some type of heuristic

- device to help students order their re-

dctions to the film. Once the students
have in Shaughnessy’s terms “gotten the
thought” and begun to “get the thought *
down,” they can proceed to the final
step, the ugual focus of composition
classes, “readying the statement for
other eyes.” Each step is equally im-
portant and warrants attention in the
ESL composition class. Clearly, film is
one way we as composition teachers can
help students in the most difficult part
of the cpmposing process, finding some-
thing to say. - :
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TALKING IT UP

by Howard Sage
State University of New York
' at Old Westbury

“In the youth of the world,” says
Shelley in his A Defense of Poctry,
“men dance and smg and nmitate natural
objects. observing n these uctldns, as m
all others. a certain rhythm and order.”

ATrue enough. Stll later. however, they
spoke. And when, seated on raised
mounds of carth m those first classrooms,
they began to speak. ap early ESOL
problem arose  As teachers of Enghsh
learners, we still faee 1t. Sunply stated,
howgan we withm the hmits of the
clus‘s&m. be 1t cave or college, mtio-
duce*students to Enghsh as used out-
side the classroom by persons the stu-
dert ncver mmeets m the classroom, m
sttuations the student rarely encounters,
i professions and at jobs of, which the
student may not know?

Put another way. the question 15 how
to cxpand the ESL program to mclude
more fully the extra-ctirncular world the
student will face when he or she leaves
the ESOL classroom.

%\me the ficld has recently put forth
classrpom  activities such as realistic
dralogucs, role playmg. and othep de-
vices aimed at strengthenmmg the _stu-
dent’s ability to manage dally tasks
(making phone calls, asking directions,
buving theater tickets, ete.), as a cure
if not the ehxir itself, no approacht in-
cluding this emphasis on communicative
competence. has yet solved the prob-
lem.

At the State Umversity of New York’s
Old Westhury campus on Long Island
the problem is intensified. The weekly
academic schedule consists. of classes
held twice a tveck with Wednesdays

“reserved for faculty meetings, a day free
of classes for the rhajority of- students.
In addition, since mos§ students are
abfe to arrange a two-day class schedule,
they are in class nearly all of those days.
After finishing class, the commuter stu-
dents, the majority, Jeave the campus.
the resident foreign studepis—retreat to
the dormitory, to their own ethmc
groups,” and to the security of their own
languages.

Wednesdays, then, have become a
weekly detour on the hxghwqy of second
“language learning, the main direction
held oply by the two-hour, twice-a-week
classes, , -

To help the student kzep to the main

.

weekly  supplementary  language pro-
gram to be held on Wednesday morn-
ings. From the start the goals were
clear The prograin wmwust first offer stu-
dents an opportunity to converse with
native Speakers other than their elass-
100m instructors in informal, colloquial
Enghsh, English borne of an everydayt
American hfe experience they, isolated
on a suburban campus or hmited to a
mono-ethnic environment, do not have
aecess to and ‘or do not use. Second.
the format must have a cultural com-
ponent, one that will expose them to
persons in and aspects of the sodety
they had not previousky known. en-
countered, or imagined.

So, m the Fall of 1980.e1 anunounced
m all ESL classes and advertised in
several campus publications, a series of
vEnglish Conyersation Homs,” T planned
a two-hour session each Wednesday
from 10:00 am. to 12:00 noon The
format consisted of a guest speaker ad-
dressing the students for 15 nnnutes to
an hour, followed by a one-hour discus-
sion with the speaker and among the
group on the topic or on related mat-
ters

Several American  students, native
speakers of English, are mvited to at-
tend and ‘take part m the discussiom
Therr presence supphes additional voices
and athtudes. and, at the same time,
the American students function as peers.
helping to put the foreign students more
at case. This they accomplish first by
statiomng  themselves  throughout the
fooni, notiemg when a student did not
.understand a word or concept and alert-
mg the guest speaker, second, adding
another perspective to the dmcussmn
thus demonstrating’ to the non-native
speaker of* English how at least one
Amernican thinks; and, finally, by en-
touraging, joking, and even laughing
with the non-native speakérs, giving
them a fecling of conﬁdencc and be-
longing.

As coordinator of the program, I have
the responsibility for a variety of tasks.
JUn addition to the planning stages, in
which_I choose and secure the speakers
to. visit the gtoup and arrange fomtbc
room, equpment, and refreshments,
also handle some small buécmcml tnskq
during the sessions themsdlvgs. I'intro-
duce the speakers, stimulate¥the discus-
sion when pecessary, remind the guests,
who are not usually ESOL professionals,
of e need to explain or repeat a word
or phrase, and generally act as trouble-
shooter and welder of group unity.

During the Fall semester, 1980, speak-
ers from off-campus included a journalist
who had served as a correspondent m
Iran,.who spoke of the difficulty of being
the only woman reporter among an all
male news crew;'a freelance editor and

-

+

Jege art gallery.

-

jazz chanting and spoke of her experi-
ences in the publishing world, and a
New York State Assemblyman, who ex-
plamed the behind-the-scenes working
of the Amecrican political system.

From on campus came a marine bi-
ologist; a psychologist specializing in
the family; and the Directog of the col-
These speakers  dis-
cussed topies re dtgd to their regspective
fields.

Other programs included films on the
American labor union movement, a lec-®
ture on Black poctiy, and a session of
singing American folk songs. '

The students’ response has heen over-
whelmngly  favorable  They have lis-
tened intently. Although shy at first, they .
have ewpressed their opmions  They
have become more verbal. Stimulated
by the encouragement of the speaker,
slways amiable and sensitive to their
language difficulties, they have offered
parallel situations m woix own countries
to those mention the spml\ors and
have even prol)u( Qhe speakers’ asser-

tions.  Morcover, they have enjoyed
themselves  They havé relaved  They
themsglves are feeling a sense of their |-

drowing knowledge of Amencan eulture,
customs, and institutions and  of _heir
mereased capacity in English, |

Commutey, students who had not been
scheduled to be on campus on Wednes-
days began to participate In addition,
not only have the students asked some
of the speakers to return, but the volun-
teer speakers thgmselves have mentioned
how much they enjoved the time -and
have evpressed the desire to return,

One bencfit of the program is the
varied voices students have the oppor-
tumty to hcar «and to process Intona-
tions from many regions, professions,
and ethnic backgrounds reach their ears.
Thev said that by listening to the varied
cadences of the speakers their awareness
of American speech rhythms*had been
enlarged. Embedded within these ca-
denccs are more than sounds, of course;
the nuances. the thought patterns “of
Americans ponotmtc the students’ eon-
smousnes’s *

An, ddditional pm(hml benefit is the
mnhct the students make with content
tpurse professors whose sub]ects they .
may later elect. In this way they are
informally introduced to the professors’
areas of interest and to the professors”
modes of instruction. They are in a
better position to know if one or the
other interests them.

To recruit posgible speakers one might
profitably glanée at the college catalog,
the Agencies and Organizations section
of the Yellow Pages, and daily and Sun-
day necwspapers #m which names of
likely and lively f@gests might be taken.

The ,“English{ Gonversation Hours”

. 0

. (O ‘uage road ‘I sought to develop a jazz chant_leader, who led the class in Continued on page 31
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Continued from page 29

program, as it is called, requires only a
classroom (a lounge or non-classroem
atmosphere is preferable), volunteers
selected from areas of American life,
Arnerican students if available or others,
and a coordinator. It requires little if
any alministrative input. In an ESOL
pragram of several faculty members the
-~ daties of Program organization can rotate
: from person to person each semester:
Easy to organize, inexpensive to oper-
ate, fun to lead, the “English Conversa-
. tion Hours” here at the State University
“v. of New York at Old Westbury have. |
% hélped keep the ESOL students on the
main route of langhage learning and
simultaneously converted an apparent
defiat — empty Wednesdays — into a
 benefit,
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Richard Yorkey necéds no introduction
to many TESOL members who look for
practical classroom ideas. Thus, it is
with pleasure that we print a lesson
idea which he shared with teachers at
the TEAL (Teachers of. English as an
Additional Language) Conference in
Vancouver, British Columbia in March,
1981. Other Yorkey -lessons will follow
in the next TESOL Neuwsletter® under
“It, Works.” '

SHUFFLED COMICS
_— by Richard Yorkey

St. Michael's College

Many teachers have used strip stoties’

to practice communication among stu- -

dents by means of a problem-solving ap-
proach that requires what Rivers ‘calls
“autonomous interaction.”® An extension
of this technique 1s comc strip stories,
or what I call Shuffled Comics. The
activity is a kind of visual version of ‘@
strip story, but rather than memorize
gentences in order to reconstruct a story,
students must describe a scene and re-
port the dialog.

Not all comics are equally useful for _

this activity. So far I have féund that
the comic strip of Blondie is the most
consistently useful, primarily because it
deals wifh everyday domestie situations
that relate to English-speaking customs
"and culture. (This comic strip is also
fun for some students because it is al-
ready familiar to them as Dagbert in
French or Lorenzo and Pepita in Span-

= Occasionally The Wizard of"1d,
B.C., or Peanuts can be used, but each
of ' them has its own kind of humor and
cultural Teferences that may need to be
explained.

The preparation for Shuffled Comics

is'easy. Simply cutwut each panel of the .

comicstrip and paste.jt on a 3x3-inch
~card. I have found that fewer than six
or seven panels do not present enough
challenge to make the interaction either
interesting orshelpful. And more than a
dozen panels- make the activity un-
wieldly and too much of a clerical task.

The following twelve (randomly ar-

ranged) panels from Blondie are an’
effective example of thestechnique. After
cutting and pasting, I shuffle the cards
and distribute one to. each student. (If
you are fortunate to have fewer than’
twelve, some students, can have twp
cards. If you have many more than
twelve, perhaps two groups can practice
communication with Shuffled Comics
iimultaneously. ) '

EMC 10/81 Y
.

Each student is asked to tell what the
characters are doing and saying. A lot
of present continuous tense is usually
elicited ‘(%e; example, Dagwood and
Blondic are standing outside their
house), occasionally other tenses (Dag-

“wood has just closed the door), and fre-
quent, natural use of the present tense
with reported speech (Blondie asks
Daguood if he has his wallet, or Dag-
wood tells her that he has it in his
pocket.) :

This particular comic -strip happens to
have many examples of Yes-No gques-
tions. Do you hace your wallet? Did you
remember. . . ? Are you sure you didn’t
forget anything? Students in my class
were fascinated by the different ways in
which the affirmative reply can be
spoken: Yes, Sure did; Positive, Of
course—or even what is especially_com-
mon m Vermont, Yep.

Because students cannot see each
other’s part of the comic strip, they must
rely solely on thewr accuracy of verbal
commuification and comprehension
order to reassemble the pictures mto
ther ongmal order. After my students
“discussed possible sequences and their
reasons, and then finally agreed on an
appropriate order, they gathered around
the desk and physically placed each pic-
ture in its proper place. As a conclusion,
several couplés read the parts of Dag-

1

7

wood and Blondie as a kind of dialog.\‘
(With an especially good class, a nar-
rator can be assigned to describe each
scene before the dialog is spoken.) The
dialog reviewed and reinforced the ques-
tion patterns. Students also, incidentally,
enjoyed referring to each other as honey
or dear! One student also experimented
with different intonations to indicate the
increasing irrtation of Dagwood—and
then a humiliated tone when he dis-
covers. he has forgotten the tickets.

At the end of this activity, two other

.points came up One girl asked about

the appropriateness of, tbn—p\'repositional
phrase at the end of the punch line
(That's what 1 left the ticket on top of).
Some previous teacher had probably
taught her never to end a sentence with
a preposition, and her question led to
a valuable discussion about grammar
rules, styles. and the distinction between
speaking and writing. I myself drew at-
tention to one aspect of “he humor
which non-native-speakers of Enghsh
could not be expected to appreciate. The
idiom, ecerything but the kitchen sink,
was unfamiliar to everyone n class, but

they were amused to learn the expres——

sion and volunteered various translations
m their language. Students were also
pleasantly surprised to discover that the
Wdiom 1s included in the Longman Dic-

‘ Continued on next page
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Continued from page 13
tionary of Contemporary English. (It is
not listed in Oxford Advagced Learner’s

. Dictionary of Current English or in any * .
%+ "of the standard American desk diction-
aries.) 1y » o™
This kind,of activity is quick and easy
to prepare and not too time-consuming
mn class. Most of all, it is a pleasant,
purposeful way to practice recognition *
of visu?} and grammatical sequence
signals 4nd 'to reinforce oral communica-
tion and aural comprehersion. . O
NOTES

1‘{()8«" E Gibson, “The Strip Story A
Catalyst for Communication,”™ TESOIL Quarterly.
IX.2 June 1975), 149154

IWilga M Rivers and Marv S Temperley, 4
Practiral Guide to the Teaching of English as_a
Nveond or Forewygn Language (New York: Oxford
Umversity Press, 1978), 47-61,
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AN APPROACH TO TEAKHING E.S.L.
READING TO LITERATE ADULTS

by Joanne Kalnitz
and Kathy Reyen Judd
Truman College, Chicago

We have found that despite the fact
that our students may be fluent readers
in their native languages, they often can-
not transfer these skills to reading in
English. They are focused on the word,
rather than on the entire text, are tied .
to their dictionaries, read slowly and
wordeby word, and have unreasonable
expectations cabout how much they
sshould be ablg to understand. We haye
to help our students learn how to relax
with reading. We have to teach them
how to guess meanings by using signal
words and context clues. Our students
need to be aware of the rhetorical pat-
terns of English so that they can identify
main ideas, distingursh generalizations
from spedifics, and read critically. We
have to be aware of the underlying cul-
tural assumptions in readings we assigu
and we need to promote cultural aware-
ness in the classroom. Most importantly.
our students need to be able to deter-
mine their purpose for readmg and to
be able to choose appropriate strategies
to achieve therr goals.

By asking our students, we learned
that they need to read a variety of dif-
ferent things i English. textbooks,
newspapeys, business reports and letters,
menus, signs, etc. As we examined the
skills of successful reading, we found
that there is a lot of overlap betaveen
the skills needed to‘read the various
materials that our students confront. For
example, students may skim a newspa-
per as well as the phone book. Context
clues, can h3 used to determinc the’
meaning of an unfamiliar word in a text-
book as well as m a novel. This paper
will explain approaches to teaching read-
ing skills which we believe can help our
students to improve.

We begin with some assumptions
about reading’baséd on Kenneth Good-
man and other rmdmgs Goodman says
that readmg 15 a “psycholingistic guess-
ing game” (1972), involving the reader
actively in the process of receiving the
message that the writer has put on the
page. Another way to say this is that
reading consists of an mteraction be-
tween the knowledge the.reader has and
the message (information) the writer
has communicated. Reading 1s not just
putting sounds together, native speakers -
decode directly from the text to thc
meaning without, recourse to sound. The
goal for second-language readers, of
course, is to approximate as closely as
possible the skills of hative speakers.
Reading 1s not just word recogpition.

meaning at all. Rearranged, “This is- the
one 1 saw,” it still has very little mean-
ing without a context. Is one a movie,
a dog, a person, a house? Reading is
ideas, and anything less than that is not
really reading but - word-calling. There
must be interaction’ between the reader
and the writer (via the message): The
reader must be an active participant in
the connnunicative piocess, bringing
ideas and expectations to the text and

.integrating the author’s ideas irko what

s 'he knows of the world.-In summary,
reading is getting meaning, always in
context.

Given lerc are skills approaches to
reading, because we want students to
apply what they learn in our reading
classes to whatever reading they do out-
side of class.

How do our students approach read-
ing in English, and how does theit ap-
proach mlubit them from becommng, flient
readers® Perhaps one of the misconcep-
tjions about reading 1s that adults who
are fluent readers in their native lan-
guage will automatically “be uble to
transfer these reading skills to a second
language once they have learned enough
of the language to be able to read it
Our own expcrience reading in the lan-
guages we studied in college shows us
that such 1s not the case. We found ouir-
selves frustrated and unsuccessful de-
spite the fact that we are fluent re.ndors
m English. We all have also had- numer-
ous students who were well-educated m
their native countries who are, never-
theless, extremely handicapped When
attempting to read in English.

Why 1s this the case? Our students,
betause they are reading in a language
that 1s not their gwn, tend to focus on
the word as the unit of meaning instead
of looking beyond the word to the sen-
tence, paragraph and the entire text. As
a result, they find themselves nnmensely
frustrated since they may encounter
several words in a single sentence whose
meamng they are unsure of. They stop
at each unfamiliar word, afraid to go
on for fear of issing something. They
are tied to their dictionaries, relying on
translation to understand word mean-
ings. They end up spending more time
looking up words than they do reading
the text. '

Qther* strategies also inhibit our stu-
dents when they read in English. For
one, our students tend to have unrealis-
tic expectations of how rhuch they
should be able to understand. They feel
frustrated and dissatisfied if they have
less than 100% comprehension. In addi-
tion, vur stuelents’ generally read cvery-
. thing the same wayg, regardless of the
type of text, they read newspapers,
stories and textbooks in the same man-
ner. Finally, many of our students read

How Can We Help Students to
Change Their Strategies?

First of all, we need to help our stu-
dents relax with reading and to gecon-
sider the strategies they use. We like to
begin our reading classes each semester
by dxscussu with our students how
they read i English, what they think
1s the best way to read, and the prob-
lems they havq in readingy This is usu-
ally a hvely and thought-provoking dis-

B

. cussion for eur students because it gets

J

!

to the heart of thar frustrations with

reading 1in a language not their own.

Although tlus is only the first step ing
our- campaign to help our students
change their reaglmg strategics, some of
our students exhibit a visible sense of
relief as they are introduced to the 1dea
that they are not expected to understand

. 100% of what they read, that they doif’t
have to look up every word, and that . -

they can and should read faster.

Of coursg, we have not won over our
students tb our side with tlns miytral is-
cusston. Some may concede that our

“approach has aaliditf, “While uthers may

remain uncownyineed Therefore we like
to spend  thy, fitst.aveek or two of the
semoster *loirig classroom exeraises that
focus on whitt our stueents know rathér
than what they din't know. They are
only+too aware ‘ofswhat they don’t know.
Our goal 15 to comince ‘them that in
many cases, they already possess the

-

tools to understand what they are read-

ing. ~ < e

- We cay wse exerases that help stu-
dents realize’ that they don’t need to
understand very word m order to un-
derstand thé general idea Of what they

~

are readmg—and that understanding the ,

geueral 1dca 15 all they can expect from,
themselves until they are fluent in "Ene
glish. One way to do this is by having’
the students read a passage with words
msswg. Students discover that they are
still abl€ to understand the meaning of
the passages Another kmd of exercise
that can acc()mphsh tlus same purpose
15 a ragall exercise. Students read a pas-
sage without the help of "a dictionary,
then close their books and éither recall
orally or wrige down everything” they
remember. We have done this exercise,
first asking students what ‘percent of t'hc
passage they understand, and have got-
ten low estimates Jike 40-50%. However,
when asked to recall, students coVered
all the mam ideas of the
were surprised whcn 1t way pointed out
to them that they had understood every-
thing that was important, and that they
had only mssed some of-the details.
Students tend to base their percentages

assage. They ,

on the number of emofds they, don’t

recognize rather thdn on whether or not
they got the_ idea, These . ‘Kinds of ex-
ercises help to Qhange their concept of

2

.

<

For example. *saw this is one I Yhe—. aloud, or subvocalize which slows them what 15 important th reading.

~

El{llc a collection of words, but it has no down and may inhibit comprehension. o= - # Continucd on next page "~ "+
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Continued from page 15

In addition, we can also present ex-
ercises that convince them that when
they need to know words, they can often
figure out,the meanings by themselves.
We can do this by presenting exercises
where the contexts are so obvious that
students can't fail to understand the
meaning of a new word. For example:
It was hazy outside, so I could not see
clearly. ’

Once we have gotten our students to
think differently about their approach
to reading, we, can begin to teach addi-
tional skills in the ‘reading. class. For
the sake of convenience, we have di-
vided these skills into two areas—
+ lahguage-refated skills and text-related

, skills, though this is an artificial divi-
,sion, and they overlap one another. *

Language Skills

After we have proven to the students
that they don’t have to depend on the
dictionary each time they come across
an dnfantiliar word, we hive to teach
them, skills that will help them to guess
the general meaning of the word. Guess-
ing, cannot be exact, nor is the %exact
meaning necessary. This needs to be
pointed ‘out to our students. The skills
we have to teach hll ‘into, three cate-
gories: . -~

1. determining the part of speech of
the unknown word

3

.
<

1o

using context clues to guess .the
meaning of the word

3. using morphological clues.to guess
meaning. /

Our students need to be aware of
clues that will help them to determine
the part of speech of the unknown word
as this will help them to limit the range
of their guessing. If the word could be
any part of speech, the student has no-
where to start from in trying to guess.
We have found this to be a problem
with our ESL.students, who need to be
taught a sensitivity to the clues that are
present. However,. these clues are not
infallible. Students must also be taught
to look not only at the word itself, not
only at the surrounding, words,. but at
the entire sentence, paragraph and text
for clues. .

There are two types of clues that can
help students determine the part of
speech of an unknown word. These are

. grammatical markers and syntactic clues.

The parts of speech identified by these
clues -are nouns, verbs, adjectives and
adverbs. .

Students can be sensitized to these
clues by using worksheets that focus on
the clues. For example, a sample work-
sheet foeusing on syntactic clues would
contam sentences with words missing,
but with the signal word present.aStu-
dents would be asked to determine the
part of speech of the missing word and
to identify the signal they used. The ex-

. Ty
¥
. \

*ercise is good to help students use more

than oné signal, and to show them that
no signal works 100% of the tlme For
example:

_In order to be eligible for financial
aid at Truman College “a
must be a citizgn or petmanent re-
sident of the U.S.

Students should be able to identify
a as a signal for asnoun. However, an
article can also be followed by’ an ad-
jective or an adverb, so students must
look beyond to see th.at a modal follows
the blank and therefore, the missing
word is a noun. The exercise can be
carried one step further by asking stu-
dents to supply any noun that fits the
meaning of the sentence.

A similar worksheet can be devised
for, grammatical” markers. Students can
be given sentences where one word is
unknown, and they should be able to
use” grammatical markers 4nd any other
clues present to determine the part of
speech. For example:

The school determines who is ehgn-
ble for the work-study program,
how much they will earn, and where
they will work. . .

The students should be able to identify
the s as a graminatical marker. The s
by itself isn’t enough, however, to signal
a verb, as if 15 also the pluml marker

Continued on next page
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Continued from page 16

for nouns. Students must also use syn-
tactic clues here. .
After doing exercises with 1solated
sentences, students can then be asked
. to do°the same thing when reading an
entire text. This kind of skill can be
-~ remnforced throughout the semester.
After students know how to determine
the part of speech of the unknown word,

f they can-also be taught to uise the clues
within the text, both before and after,
the unknown word, to narrow the mean-
ing of the word.éAgain, students should
not be ammng for an exact definition.
After looking at a large number of read-
ing texts which }st varying kinds of
context clues, we have come up with
six comprehensive categories. Except for
the last cajgory, each has signal words
tHat are dues to meaning. However,
these kinds of contexts can exist without

. the signals. The cxercises we do in the
classroom are used to heighten students’-
awareness and to ncrease theiwr sensi-

tivity “to the $1gnal words and the coy

m wooden,

*Evesnomy.

within a context. In class, we can give
students ‘worksheets in which they have
to match meanings once they know the
meaning of a particular prefix, suffix, or
stem. We can also have them create
words with a patticular meaning. Again,
context is a must as some preﬁxes and
guffixes have-rmore than one meaning.
For gxample) -eR can mean made of as
ause to be as in sharpen,
and put int¢ as in encircle. Or, there
may be different stems with similar
meanings where .
For example, -dis and -un both can mean
not or opposite of, so that only context
will help, our students understand the
differerice in medning between dislike
and unlike or discover andsuncover.
The other language area that inter-
feres with our students’ understanding
of a teat 1s substitutions and deletions.
A breakdown in understanding a. text,
particularly a complex ong; may occur
when words are substituted or deleted
and stydents are unaware of what the
substih%{l ¢ stand for or what the de-
leted ords are. We used A Concise
Grammar of Contemporary English 1y

nly context will help.

4 .

sonsitize students to substitutions is to *
take a text, such as an article in a stu-
dent newspaper, circle all the pro forms,
and have students ideutify what they
refer to. Students can also be asked to
do substitution exercises  themselves,
where they actually supply the pro
forms. '

To sensitize students to deletions, stu-
(len(%can work with the same text, and
can e asked to supply what has been
deleted. They can also be asked to
create deletions themselves. ’

Text-related Skills i

One important rhetorical\device of
Eunglish 1s the use of gencralizations sup-
ported by examples in expository prose
Like everythmg clse that seems clear
and straightforward to native speakers,
this concept is one which (ESL stu-
dents deed to be made awaré of They
need to know how to recognize and
identify generalizations and distinguish
them from cxayples. We introduce the
“concepts of generalization and example
and teach the vocabulary peculiar to
each (in general, on the whole, always’

texts mn_which they occur. . . Quirk jand_ Greenbaum (1975) to aid . neved vs. for ewample, for instance). \
Again, once exercises like these have s 4in four compilation of the kinds of  First, we ask® students to identify the
been done at the sentence level, students  substitutions and deletious that occur in Ygeneralization in a paragraph, noting its
can be asked to apply the sanfe skills Enghsh. We have eliminated some of location, and then we ask them to
when reading an entire text. Ahem; and recombined and reorganized identify the examples, noting the pro-
The third clement m word attach others with pedagogical considerations  portion of examples to generalizations
skills 1s the” morphological analysis of in mnd. We have listed two kinds of We provide other paragraphs or longer
words.* We can teach them the most substitutions and three kinds of dele- “wntings for studentsto examine as well.
common prefixes, suffixes and stems and  tions that should be taught m the ESL A more sophisticated skill 1s determining
show them how these combine and how reading class. ) whether or not the examples given ac-
this ¢an aid in understandi}lg words In the classroom, one cffective way to Cotitinued on page 19
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Continued from page 17

tually support the gencralization. These
are skills of critical reading. After teach-
ing generalizations and examples carly
n the semester, we continue 1(]onhf_\'mg,
them throughout the semester, making
sure that students know what to look
for-and how to spot them. Students can
then make use of the concept as a means
of identifying the main idea, m skiin-
ming. and m locating topic sentences.
They need to be able to distinguish ex-
amples in scanning for speafic informa-
tion and evaluating arguments. .

Not all cultures and languages orga-
nize informatian in the same way; as a
result the rhetorical conventions of ex-
posgtory  prose differ from one language
to another. Kaplan (19686) points out
the arcular pattern of expesition in
Oriental writmg vs. lineanty in English
vs. the greater®latitude of digression
permitted in Semitic wnting Our stu-
dents need to be exposed to the styles
of English rhetoric so that they can

make use of them in understanding
what the‘v read m Enghsh If successful
réading depends upon aéeurate , predic-
tion of what 1s to follow, as in Good-
nan’s guesyng game, then knowing the’;
rhetoticalystructures and dow they func-,
tion will enhance fluent reading by mn-

creasing the hkeiihood of snccessful pre- -

diction. ,'.ﬁ - ¢ ’
I‘Y\Enghsh,,thg(onqcpt of {generahzd,«
. tion and example ‘legds -to, the, structure
of mam idea and details. Many reading

texts ask guestxons about the math idea~".-T£2

of a reading selection but usually there
are far more questions aPout the details
Sinte the main idea is the most im-
portant one, it seems logical that moré
attention in reading e¢lass should be de-
voted to finding it, being sure all stu-
dents understand it, and clarifying how
the “details are subordinate, The ratio of
detail to main idea qucstmnq/m 1nost
reading texts, however, is just the op-
posite of thxs léading students to focys
on minute details while’ running the risk
of missing the main point.

Just as students should' be exposed to
the vocabularg of gemeralizations and
examples, they Id be’ taught the
clues that Englisi¥hetoric provides for
identifying the main idea, such as topic
sentences, conclusions, and phrases
(most important, etc.). Ideas that sup-
port the main idea are generally identi-
fied by for example, in addition, more-
oter, etc.+Students also need to know
how, to identify , and evaluate ideas
which are in opposition to the main
idea. These may be introduced by
phrases like on the other hand, some say,
however, and others. In a text, we ex-
pect to find fewer of -these than sup-
porting ideas.

o ¥ the reader understands the main

idea of a piece, this is often sufficient.
Many of our students believe that they

,must understand ¢évery small detail of

>

.of these for stu

what they read. *ESL  reading  tests
inay give far more comprehension ques-
trons than a pn§sage/(varmnts. The ques-
tions often focus o !minute, nonessential
details If that’s whit texts do, teachers
may follow, even thoygh it goes-agamst
their common sense. \We do eur siy-
dents a disservice, “however, if we msist
they regd everything that we give them
to find all the little msignificant details.
This Ppractice only reinforces their (fal-
facious) idea that cvery word on the
page 1stequally important and desefving
of attention. e

“Two of the tools students need for
masunally efficient reading are skimming
and scanning. Skimming is quigk read-
mg for the general idea(s) of a passage.
Preview skimming is used to .decide
whether or not to rmd sonetfing more
thoroughly, while “ overview skimnming
is used when there is no tie for a more
complete reading. Scanning 1s looking
quekly for specific mformation using
textual. clues plus graphic mformation
We scan to find ibformation m a die-
tionarw o telephone Book as well s to
find the answer to a specific qucstmn m
prose. .

If pre\lcw s]\nnmmg and other read-
mg exercises are to be meaningful, there -
“midst. be dine4 for -Teading of student-

selected faterials LP'ISS Only by hav-

ing students spend time m class reading
An the instyuctor engure 1Y that they
dss'g‘gnmont and 2) that thc
(y;without their-bilingual dic-
S, A reqdmgilab with - large
cloctiailbf materials at djfferent levels
and on different subjects s best suited
for thisy another péssxbx]uy is to collect
articles from, newspapers afd magazines
(choosing tllese viiich will not De out
of date next,veék$ and to provide a file
ts tg choose from for
in-class yeadmg. The fdllow-up exeteises
can include exp'hmmg the arh.clesqded
or story’s plot’ to angther studgnt who -
has not read it, answering ql:ffxons the
teacher has” prepared, nothing,
Somet?pes just read%ng

sure ot to pass the time. Stqde ;
times need to read things for whic
are not held accountable. .
An essential idea in all of-this is the
concept of detern‘i}xmpg purpose for read-
mg and then su 'ldmg strategy to
meet that purpose. ents need to be
flexible bothr in speed o rehding and in
choice of strategy; a$ teachers, our goal
is to teach students to determine® their
own purpose and to.adopf the needetl
strategies (Clarke%Silberstein 1979:
50). We find that *gur students tend to
approach everything to be read in En-
glish as if it had to be studied, but we

L 50
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try to teac® them a variety of techni-
ques and show tliem how different ones
are appropriate in different situations.
Among the various téchniques students
should be able to employ are skimming
and scamning, as mentioned ahove, as
well as study techniques such ds SQ3R
(Survey, Question, Read, Recite, Re-
view) of SR.A¢ fame. ESL students
need to increase their reading rafe, but
they must also know avhen to slow down
for specific tasks. .

In proreadxhg activities, ESL teach-

ers are familiar with, the technique of”

previewing unfamiliar  vocabulary or
synta¥lkely to present problems in com-
prehension for students. Selekman and
Kleinmann (1978) argue that we should
not neglesg previewmg unfamiliar socio-
cultural concepts as part of prereading.

Based on théir examples, we have used
previewmg altural concepts in our
classes with d results.

Selekman< find ~ Kleinmann maingain
that students’s active involvement in a
simulation foéusmg on the cultural con-
cept is the best way to ensure students’
understandin'g of, as well a8 involvement
m, the reading.. We have found that
dentifying the underlying cultural a
sumpgions is w atself-a worthwhile prog-
cct for the mstructor, who 1s forced to
“Amencan  culture somewhat
sfiom the viewpoint of the noh-native
student. The result of this can be in-
creased awareness on the part of the
mstructor that there are indeed assump-
tions wlich are not shared—=qr even
1ecognized—Dby students from other cul-
tures. .

Conclusion

The approaches to reading nstsuction
‘described heré can be incorporated into
wadmg classes for literate adults at
vanous levels of ESL study. Beglmnng
with the deliberate modifications of their
reading strategies and continuing
throughout the course to add flexibility
by means of ,increasiiig the repertoire of
skills students have to draw upon, We
hépe to produce independent second-
language readers who can set their own
reasonable goals and then accomplish
them with success and confidence. [
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WHAT DO YOU WANT 10 BE?:
ROLE MODELS FOR THE ESL TEACHER

by George R. Hepworth and
' Karl J. Krahnke

We have bven employed as teachers
and administrators for the past several
years m a variety of programs and we
hhve become . increasingly concemed,

at a major squrce of lissatisfaction
with working conditions m the. field 1s
an absence of agreement as to what
) professional ESL teachers are or what
they should be doing. In short, there is
aNack of a role model for ESL teachers
encrally and m specific employ-
etings. Our question is not one
of qualifications or standards, but of
what quahfied . teachers expect to do
. and are expected to do as part of their
jobs, and what is excluded from iucl]

xpectations.
nfusion on this point has seriously

mmpaired relations  between employers
and teachers m a number of cases wa
have observed. Such confusion has di-
minshed the effectiveness of the teach-
mg programs and undermmned morale,
some)ﬁfnes resuling m  disillusioned
teachers who have just one more reason
to consider leaving the field.

In an attempt to alleviate this stand--»
off somewhat, we have déveloped three *

operationial role models. Our intent is
not to promote or recommmend any par-
. ticular employer-employee relationship,

but to allow both participants i -the g technician. Arhs&s view themselves as

relationship to better articulate their
conception of* what it is ESL teachers
are to do m a given position. We begin
by definmg two extreme types, both
derived from elements found n actual
practice, and add a third, ideal, inter-
mediate type.. There are probably other
dimensions to the modelling. Thev
would be welcome additions to a con-
tinuing, discussion of this matter.

On the one hand are the teachers
gencrally found in highly managed
teachipng programs with ell-defined

\ currieula and little need: for originality
or mnowvdtion. They are teachers-as-+
technicians. In general, technicians are
viewed by management as interchange-
. abl¢ withrany other ,teachers who meet
the same minimaleset of qualifications.
More specifically, the employer may
:iiew téchnicians as: a) not expected to
evelop materials 6r approaches but to

“ implement ekisting ones, usually follow-
ing“ highly structurcd syllabus based
on ‘some comprehensive instructional
theory; b) expected to teach ¢ large
number of hours; ¢) expected to adhere
to program management policies such

« concerns only, i.e., “teaching a good

& . . .
~ ‘materials and materials in general, espe-

. . - . .

From ‘the point of view of techni- exper{ence are not valid. Such measures
cians, the role of teacher involves: @)~ do not take into account the teachers
low personal involvement in shaping the  contributions, which exceed the currica
instructional process; one ierely-does ulum as defined by objectives, and they
what one is required to do, b) practical do not measure the affective value of
teachers’ contributions; g) the émploy-
ment situation must include Substantial
time for teachers to prepare their les-
sons (cf. b and ¢, above). -Teaching
more thay, 10 or 15 hours a week re-
duces ngcessary creativity and leads to
exhaustion and a deterioration of
teacher-effectiveness; h) good teachers
can only operate in skill areas and at
ability levels where their interests and
strengths apply.  ° J :

From the point of view of an em-
plover, artists are preferred when: a)
control of classroom content and proce-

class”. Theoretical matters are beyond
the scope of the 4ab; c) teaching to-
wards eastly quantifiable objectives—
lessons taught, scores increased, per-
formance objectives met. The 1ielation-
ship of these outcomes to more realistic
or individual needs is not a matter of
concern for teachers themselves, d) con-
cern with students only in the class-
room; e) heavy reliance on published

cally comprehensive packages or those
that reflect an identifiable “approach”;
f) -voluntary compliance with émploy- dure is beheved to be the responsibility
ment and program management pol-  of individual teachets, ) program man-
cles. R i agement is restricted to the formalities
In summary,’ technicians are mfte- of class s1ize, room assignments, schedul-
rials-oriented teachers who are infer- ing, ctc, ¢) coordination among teach-
ested in the practical, not the theoreti- €15 18 either not necessary or 1s sufficient
cal, are systematie, organized, and Wwhen conducted on an ad hoc basis; d)
mterested in minimwing the individual ~ program goals, curriculum matters, poli-
differences Detween students and be-  cies regarding classroom procedure (at-
tween teachers, Technicifins helieve that  tendance, lesson plans, etc ), and pres-
program management i's-t]]e responsi-  ¢ncc on the job site are matters for
bulity of the management and that individual teacher discretion or demo-
teachers’ conceins are peripheral or sub-  ¢ratic determmation. Management's rale
ordinate. 1s either advisory or limited to enforcing
At the other extreme are the téachers- the decisions of individuals or the
as-artists. Teachers exhibiting simulari- 8roup., . '
tles to this type are probably far more . In summary, teachers-as-artists are
numerous than those approximating the characterized by a need to be free Qf
program , constraints which they per-
cenve to interfere with creativity or with
the "teachers' freedom to adapt to their
erception of students’ real needs. Art-
ists claim to be able to achieve a high
degree of student involvement in their
classes because of thewr own comn-
ment and skill at maximizing appropri-
ateness. Artists and their students“often
reportar high degree of satisfaction with
a class, although this may not corrglate
with success measured objectively.
It .would be possible and useful to
up with additional attributes of

working in a elassroom-studio where
their creativity and indwiduality are
Inghly-valued. They believe that. a)
teaching is an ind'ivx\lual act which is
heavily dependent on personality and
experience. Many Delieve that.“teachers
are born, not made”, and while training
can be useful, persanal classroom ex-
pertence is the key to development of
good teachers; b) no existing approaches
or materialy are really adequate to the
task, so successful teaching requires a
rgreat déal of personal innovation and com
creativenes§, c) because “approaches”
are inadequate, individual “techniques”
are more important n the success of
teaching, especially techniques that are
created by individual teachers;, d) de-,
termine whether % technique or’activity
is successful, whether, it works or not
If something seems successful -according
to a teacher’s -private criteria, that is
enough reason to prefer it over Some-
.thing that a book or theorist has recom-
mended; e) each sfudent is an individual
also, and good teachers determine int
dividual needs and.teach to them. Stu-
dents’ needs cannot and-<shguld not be

ested_in your suggestions). What con-
cems us here, however, is not the spe-
cification of the -extremes but: a) the
extent to which they are or should be
matched in practice; D) the degree to
which they differ from,extreme to ex-
treme; and T) the degree to which
employers and- employees’ views of
teacher-roles differ. The first two con?
cerns should be. better addressed by
teacher*education programs andvby pro-
fession j‘)umals and organjzations.
Certificadipn qnd qther eﬁo‘x%s towar(_ﬁ’
professional standardization are relevant
here. The third: concern should be ‘ad-

lLoth extremes (and we would be inter-

predetermined; f) external and objective
“measures of student success and failure
such as- standardized tests and evalua-
fions done by persons unfamiliar with

F 38 record keeping, hours‘on the job,
preparation and submission of lesson
plans, etc.; d) hireable and fireable at
will, i.e., the relationship requires no

- dressed to employers,ejther by individ-
uals jn the process of job-hifting, or

)~ 1g-term commitment. the student and his or her instructional * “ Continued on next page
O 8te . . ‘ 5t page .
ERIC . . .
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| . being taught is subordinate to the man-
ROLE MODELS X ner in which it is taught. Extreme tech-
Continued from page 23 nieians believe that they Tan teach any-
thing, given the right' techniques;, ma-,
terials and approach. Extreme artists
also believe that their approaches are’so
original and distinctive that they will
work for almost anythmg or can be
adapted to almost®anything. We reject
these extremes because meither recog-
nizes the importance of the most salient
quality found in craftsmen: to begin
with knowledge and principles “and to
modify them to the degree that individ-

rd

. again, by professional organizations, ’
Too often we have seen employers ‘hire
under an unspoken understanding - of
one or the. other role-type and get the
opposite, to the dissatisfaction of both
parties. There is an. obligation on em-
ployers to articulate their conditions
and on teachers to seek and accept only
what they regard as professionally e
sponsible. .

But many teachers and employers
reject both, role-types and claim some-
thing else which is often an impossibly
mconglstent mixture of both. We believe

« that there is an intermediate ideal, an
ideal which defines teachers who are
responsive to both the established goals
of a coordinated teaching program and
to the theoretical and practical statcs
of-the-art. Ideal teachérs actively and
continually try to achieve a balance be-
“tween mdnLdual students’ needs and
. the concern§ of the broader program.

. Not surprisingly, " we label our ideal
teachers-as-craftsmen.

In our definition of craftsmen we join
in a srejection of both extrefme models.
Techkicians are coMyenient for manage-
ment and several well-known ESL pro- thi{ altempt to apply in a contf
grams seem fo be characterized by ';1}[; coyn 1st<;nt manner to the reahty of
something approaching_this’ type. It is 3 € given class.
iinjust to characterize the whole profes- Because theg\re students of the sub-

allow. - .

ESL craftsmen are students (not
finished knowers) of the subject matter
first, and principled and disciplined
communicators of jt second. Craftsmen
know the language, what is known
about it and what is not. Craftsmen also
know how languages can and cannot be

< taught, and how they may be taught
under what circumstances. All of this is
based on critical review of the.body of
knowledge- that consgjtites the profes-
sion, not on hearsay or personal $pecu-
latign. Having prepared *themselves,
craftymen approach the classroom with
a set\of principled assumptions yhic

L]

sion with this model, however. There is ject they are able to teach over arbroad
no theory, approach, or &t of materials fange f’f skill Zreas and ability levels,
which can adequately determine class- mOd}fymg approaches  accordingly.
room practice or program design in Their knowledge, both theoretical and
ESL today. Inadequacy and inappro- practical, ,is . not bounsied by personal
priateness require a significant amount €Xperience nor .emquled in whatever
of teacher interpretation and contrib set of maten?ls is being used. They are
tion.' Performance objectives can be i able to articulate their classes with
strumental in defining and standardizing others at different levels and in different”
-*accurriculum but no set of objectives SKill areas because they know what is,
adequately é’haractenzes communicative  OF should be, taught elsewhere,in a go-
competence in any démain, Ob]ectlve ordinated progra CraftSmen gre
measures are useful in determining acutely aware of the need for ongoing.
some agpects of performance, but many self-education. They are aware that the
of the major critical\ variables remain teacher who does not seek oug and share
", resistant to measurement. knowledge is doomed to continually
On therother hand, the artist’s highly ~reinventing the wheel. '
persqpal view of teachmg precludes The profession of teaching ESL con-
*meaningful efforts toward program con- tains a healthy v fzg‘lety ‘of teacher-types,
tinuity and coordination. Cooperation. but, in pradtice, "we lack a definition..

4

may no; be ‘compatible with another’s. single most impottant criterion in judg-
The ee to which .ggsts restrict  ing teachers, potent1a1 or practicing. We
, themsef?zxs o certain skill ‘areas or abil- gre suggesting that there are more spe-
ity Jevels limits their ability to articulate cific criteria than - that, that experience
ir classes with others in other afeas  cdh be evaluated. in tegmts of the%eg?oer

or levels because they are likely to he “role it has prepared a candidate
unfamiliar with what is taught else- And the all-too-frequent conflict bet
whire .and quite likely to be dlstrustful tween individual teacher goals and pro-

L]

CEN

. of others’ techmques wgram or employer goals might be
e Finally, there is a. disturbmg atntude avoided if more. attention” were paid .to
> toward the teaching act which is com- the role *that the teacher, experlem!e’d
5. - mon to both many artists and techni- or not, is expected to play in the overall’
"7 clans, that i, that the sub]ect matters instructional process. , O

’ e

P

s ,..,"
X . ~‘<

ual cases require ‘but program concerns °

. between colleagues is difficult for artistt This may be what leads so many em-
. since one teacher’s goals ‘and techniques -ployers to insist on expenence as the

. . 3
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(ONFEREN(E PAPER PRESENTATION STEP-BY-STEP

e

PROCEDURES

Your paper has been accepted for con-
ference presentation. Initially you have
a burst of pride and self-satisfaction that
your work has been considered valuable.
But, subsequently, you realize there are
several issues about the presentation to
be considered. Will you plan to read the
paper as you have written it? Or, will

qg adapt the written for;n to an oral
sentation: If the latter is your choice,
how is this done? ,

Although ‘there afe some presenters
who literally stand in front of an audi-
ence and read what they have re-
searched and orgamzed the success of
this approach is queshonable Possibly;

if you are well-known ig your field, an -

* audience will allow you this type of
. latitude. However, most people who take
part in such a session go‘away feeling
they could have read the paper them-
selves and at their own convenience.
The nature of conference attendance al-
lows the professional several concurrent
options. Since sessions are chosen on the
basis of interest, need, and ,application
for the classroom, it is not uncommon for
people to walk in and out until they find
something they consider valuable. The
}technique of reading a paper can be
deadly. One must always be aware that
people consider their time a precious
asset and few will tolerate being bored.
» How then can a writer be faithful .to

his conference topic and, at the same’

* time, keep his audience mformed and
involved? Prior to the actual presenta-
tion, there are several options which can
be mveshgated Basic to all these ap-
proaches is the premise that the written
word must be supplemented. Supple-
ments car include: input and critiquing
from other professionals, audiovisual aids,
* and audfsace participation.
No matter how thorouBhly a topic has
.. been researched, people in the field have
both practical suggestions and additional
literary resources. Other professiongls are
ﬂatteret] when asked to critique another
person’s work. Even though it might take
them considerable time to give either
verbal or written input, it is rgre to find
a person who would refuse this oppor\
tunity.
At the most basic level, .a critique of
the clarity of the paper can be very help-
-7 «ful. Rewriting, no matter how frustrating
and time-consuming, should be an in-
herent part of paper presentation. In
fact, subsequent to the conference, re-
' quests for papers to be published in the
conference journal are common. Written
Qo “~vision, at this pomt is time well spent.
»
I:IQCN 12/81 JPRAN Py
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by Marge K;plarl
Roseville Minnesota Public Schools

Once the writer has revised his paper,

"he s%ould re-outline its contents. This

can ‘be used in two ways: first, as a
skeletal framework for the verbal pre-
sentation, and, second, as a4 guide for
creating an abstract—the written sum-
mary which will appear in the confer-
ence program.

Unlike the written ‘paper in your
“talking” paper audiovisual aids should
be plentiful. Initially, with the use of an
overhead projector, the presenter gpn
flash an outline of what he will be dis-
cussing. The audience is then able to
get a quick overview of the presgntation
and is better prepared to ask questions.
This is also, an excellent way *to help
people remember what you have said.
A knowledgeable presenter must be
sensitive to the conference-goer who
attends several sessions in a brief period
of time. After the second or third pre-

~ sentation, the person watching starts to
confuse one paper or presentatiom with .

another and can experience conference
“burnout.” Audiovisuals will help, min-
imize this problem. If you must read
Rarts of your paper, follow the reading
with visual examples.

Another inclusion, often considered
essential to conference presentations, is
the use of the handout. Conference-goers
like to wallg,away with something they
can také home. Many people have been
sent by their schools or universities and
they are .expected to share their experi-
ences. When the handout should be dis-
tributed varies with the topic presented.
Some feél that a handout is distracting
and should therefore be given at the end
of the session. In this way, people have
a written record of what has been said,
can refer to it for ready recall, and, at
the same time, have given their full at-
tention to the oral presentation. Another
approach, is to distribute handouts as
people walk in. This worked well in a
group where suggestions for.encouraging
verbal interactions were given.* Since
transparengies were alio included in this
presentation, thé participants could
quickly copy the information from the
visuals and put it beside the suggestions
on the ha:?out In this way, if the ob-
server warnted to ummg{nze the paper
for his colleagues”at home, the data was
already vorrelated. .

How you handle audience involvement
is another area to be considered. Pecide
what your comfort index is in dealing
with on-the-spot discussions, controversy
or* problem-solying. If you don’t went to

'mvolve other professnonals dlscourage

)
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questions or don’t allow time for this to
take place. However, this aspect of a
presentation can be very exciting and
can provide the discussion leader and his
audience with supplemental information.
™ One part of paper presentation that is
rarely discussed is the financial cost.
Transparencies and handouts are’ expen-
sive. Who is expected to finance these
extras? Several resources %re available
and should be investigated. In some in-
stances, your conference program chair-
person may have funds for this purpose.
Or, your school or university may allow
use of their facilities. If these are not
options, the presenter must consider
financing the expenses himself and sub-
mitting the _bill as a deductlble profes-
sional expense. =
‘Now that
digested your
critiques, revised your written paper,
decided on audiovisuals and prepared
them, and structured the type of audi-
<nce "participation you feel comfortable
with, it is professwnally obligatory to
practice and time your “talking paper”.

you have intellectually

Using your skeletal-outline, coordinate;

when and. where you want ¢o include
your audiovisuals and then rehearse ex-
actly what will be presented. Although
presenters lrave often had considerable
¢kperience talking to - groups, the flu-
.1ditx and coherence of your presentation
will bé improved by practice and will
free you to deal with your live gudience.

At this pomt you are ready. However,
don't forget one important detail—how
you look, or in more sophisticated terms,
your professional demeanor, Although

solicited  professional |

there will bg many people at the confer-~

ence who will be wearing informal cloth-
ing, you may be surprised to find that
presenters |are often wearing Suits and
dresses. Being dressed more formally
adds a dimension of specialness ‘to how
you think of yourself and how your audi-

+ ence perceives you. Never underestimdte
how valuable this is.

Although anxieties and / nervousness
may precede your presentation, once you
begin an air of confidence is important.
You are a professional. You have some-
thing valuable to offer and the tone you
set should corrohorate this. . ‘

After all your preparations, you stand
before your audience™and give your
paper. Afterwards, be critical and an-
alyze what went w’ell gnd what ds

—improvement. Many times you aregsk'ed
to present the spine paper again. So,
keep all your notes, you master copies
for handouts and your transparencies.
After having. gone through this experi-
ence, you should feel a sense of profes-
sional growth and achievement. You
have added a new dimension to your
skills and have shared information that
you have researched and synthesized
with other professionals. You are to be
congratulated! 0
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A DIALOG IN VERSE CONCERNING
ENGLISH TEACHING

(an excerpt)

. by Michael Skupin
University of Houston

‘Prof. Malleus accosteth Prof. Forceps

L]

Malleus.

My students writhe and squirm; at times
they doze.

Beneath the Spartan mask their borefom
shows. .

They doodle, sigh and daydream while I
sing .

Of prepositions, and the joy they bring.

They die a thousand’ deaths, they say,
before . . T

The hour’s up; they fidgetg sleep.some
more. .

They curse the clock, and hate the claé
like Hell; /

Some fle their nails, all strain to hear

the bell. -

I rant, .cajole and brandish charts and
books; ’ oo
They scpwl there sullen-faced with.

martyrs\ looks. e
Nor clash\of rods, projector’s blinding

ray,
Nor chalkboard true commands tms '

_ they stray.
The choicest fruits of yon ditto machine
I spread tinflame them, still they sit
serene. *
When old Ulysses to the mast was bound,
At least liis ears were teased by Siren
. sound; :
But my disciples, like his wax-eared
crew, +
Clide off I know not where and dredm
angw. B
. " While yet my (farewell echoes on the
breez
Their g(')oks' are gathered, and they
clutch their keys. g
.And lo! the zombie throng that shuﬁed
in . h
Goes frisking forth to dally, loaf and sin.
I hear a varied*babble as they go,
\Of heathen tongues; the Bard’s they do
forgo. ‘ .
Now lordly coaches bear the gang away,
And I bewail another wasted day. |
Like Jeremiah now I roam the hall,
. Lamenting that I even tried at all.
7/ ‘
" And yet, as'I, distracted, pause to grigve,
I see your class, my colleague, will not
leave. ' .
Still, still they press with, questions, still
Fyearn
For words and phrases: they are wild to
* learn. -
* Behold, Juan leaps and pushes back his
chair. . .
His eyes-are wide, his hand is in the air.
UStqlwart Mohammed scribbles what you
ERIC™®
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And Helmut goes not answerlesagway,

Nor Yakov keen will let you go, until

You bless him, and lis ears have had
their fill. ’

Like Gideon’s squadrons drinking at the
shore, . .

They lay their books not down while
heark’ning more:

Their dictionaries proud are_yet to hand.

No TOEFL-terrors fright this doughty
"band.

Reluctantly they part. They warble clear

The new-discovered tongue they're

" leaming here. .

A Delphi-pilgrim, humble I Bseech,

Ol;, spurii me not, but teach me Fow to

teach! .
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Forceps. * ' v
° ’ Lt
You, rate yourself tog low and me too

. high. -
onu timprove your style, and so
do I g

Jset's:take Xvalk; Fl catch a latdr bus.

We'll have .a drink, - and thery we can
discuss ‘

. The status*quo of English as a trade:

The breakthroughs, fads and theories
that liave made

Tlus language-teaching business so in-
volved. . . < - *

We'll pick througl them until your prob-

. leth’s solved.

-

Malleus. . . bl

But soft! I hear a colleague’s charges °

roar. '

It is ug riot; Lie expounds his lore. .

Now see, before a rainbow_ chayt lie
stands.

He opens<not his moutli, butywavey his
Lands.

He smites the colors with his wand, as
when - o ‘

Good Moses Struck the rock foerhirqtoy‘
met. | -

Now slirieks and eries of students fill the
air. ~

- TIiir brains are’puzzled and their liearts

despair.

he glowering Sphyux' now beckons,
now doth quell

The medns that from -their
£ thro lo_swell.

In van they elamorstill lie spurs ‘them'”
on,

fevered '

-

Breaks silence only when hesees a yawn.
The color-blind, abandoned on the way,
Do pant and squint, but camtot join the
fray. - N
Survivors, though, ‘who master every
~hue, * ~ .
Like Siegfried, full of Fafnir's blood,
construe ) . N
Exotic meanings in the world around:
Some see a striped sweater, they, a
sound. °

Y

. l/'
Whale volumes wiif on* neckties, socks o
and skirts,, . -~
And mystic runes inscribed on tie:dyed ' °
shifts® . e
The sunsefs rickness and,the bowers: .
shade’ ' . %

well-read when their

Will keep them
_ idioms ‘fade. | .
/ We leave you, druids, to your language™
bright, .
Beyond our reacl;, bet not beyond our

-~ -

sight. & N ts
Forceps. -
“, . 4 ,
In vino veritas, I say. Let’s have a beer N

And talk about the tricks of our career.
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Continued from page 9

-

on, China explain that Chinese people
whapbecome good friends of foreigners
may occasionally~ avoid their” friends for

short periods of tine. These. brief *His” .

appearances are spmetimes due to. pres-
sures, overt or covert, frgm ledders wish-
ing to ensure. that their [&Le do indeed
exercise caution in dealingNwith foreign-

ers. Foreigners seldom hear of problems

that Chinese people may be having with

their leaders, but if they should, old
China hapds advise them nevér tofin-
tervene. © -

On the plus side, we have almady

" made a number of good friends-for life.

We'  have been freely exploring ' every
nook and cranny of our city by bus, by
bicycle, and on foot and discovering its
secrets and surprisess We have asked for
and received permission to visit villages
in the countryside normally clgsed A0

foreigners, where no westerner has Heen-

seen for the pgst thirty years and éew
before that. Our students mugh~ be
among the most eager’and w111mg in the
wotld. We are finding China in'general

-"and northeastern China in partighlar a

challenge and ap adventure. To &l who

may be conﬁ'né dur way, whether..by

plane or by armchair, welcome aboard!

Note: Any visitor to China will want to
do some background reading. There
arec many excellent books out on
China, both old and new. Our favor-
ites are, in order of ‘preference:

The Chinese: Portrait of a People, by
John Fraser

Chinese Shadows, by Simon Leys

In the Pepple’s Republic, by Orville
Schell

Stilwell and the American E:cperzencl.//“ésult -of perfom’ance errors. In

in China, by Barbara Tuchman
Red Star Over China, by Edgar Snow
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. not. ,
¢ by Gregg Singer 3 yWhat the widespread acceptance of
. Ohio University  sentences such as these seems to suggest

M 4s that the.actual standard we, as users -
. What Means Ungrammatical? — . of.language, apply to language is one of
K 1. It was a Pomeranian I think ‘I‘ml\l‘ intelligibility. The only sentences whieh
. don't think so. ’ actually slow us down are those in

»

. eg., ‘I éan, canT?, :

annowncer dialedt exist which regular-

COlORlESS-GREEN 'DEAS . izes semanhc tangles like IL? I think

Malloy, Samuel Beckett which deviauce ambiguates (vulgar
verb!) the speaker’s intent. I'm certain
Y. This is one of those things which that those shampoo ' direction$ were
* seunds harder to play than it sounds. wntten by a native speaker and passed, :
M’BC disc jockey . the muster of countless, advertising ex-’r .
ecutives. III. is only ungrammatical if
grammaticality is defined as ‘those wut-
terances which a trained linguist will -
. aceept after refleetion’.

sinted from Ohio TESOL News.

{4
« HI. Keep shampoo out of eyes. If it dees
wash out with water.
. Shampoo label

VI. With the radio_blaring, she goes -driu-
ing just as fast as she can now;She . %‘gﬁ‘(

forgot all bout the library she told pring -1981). =
her old man, now. :
Fun, Fun, Fun, The Beach Boys : "“ ¢
V. —You suppose that 1 could walk across . .
. the bay at low tide? =~ - ] v
—7You might could.s * .
~ ) N ~ -
Save during the Structurallst hiatus,
the problem of ¢ correctness’ has always & . v
been a bugaboo for serious students of r

language. In a sense, post-Chomskyean
linguistics has brought us full gcircle to
the prescriptivists of the 18th centurv; o o
again, linguistic principles are to be un-
earthed by discriminating well-  from
ill.formed pieces of language. : .o
Unfortunately though, gr.ammaticalhr—-
as a concept seems unwilling to stand
still. The current tendency is to, regard
‘deviant’ words, sentences, or discourses
. as performance érrors—that is, .errors
which occur somewhere between the
brain’s ideal languade capagity and the-
}nouth I would submit, though, that all
v.of the -above sentences are clearly ‘dex~ — .
viant' in some sense, but none aregthe . .
act,
none of 'them are even ‘mistakés’ in the \
sense that Zwicky, Fromkin,.and others :
have used the word. .
The simples€ form of deviance to ac- e - -
count for is' dialectal variance as in V. . '
There exists apparently a rule in North .
Carolina English which permits the sub- ?.. .
stitution of ‘could’ for ‘be able to’. In " . :
SAE, two modals can never come back
to back except in akuttmg sentences . t e,

The other exzﬁnples are more difficult P R
to account for, though. Do the Beach . ®
Boys 'have a rule stating: ‘About’ can . b
never occur, twice in the same sentence, . . , \
especially if it interferes with rhyme . . : \\, .
antd meter? I doubt it; yet few can de- . «
tect the deviance of this sentenf@® with- . - Y o
out prompting. N v

Is Beckett, in I., unaware of the or- ' .

- dipary 1mp11cat10r;s of doubling nega- * '
tlon? Does advertising copy have its
* own grammar such that IIL is an ‘ac-

ceptable’ sentence pair? Or does a r?_z . . . .
2 v > . » ) 5 5\ 1 N . .
4'.4. N N ~ _L - -
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Edited by Datlené Larson..
= New York University

Thanks again to Richard Yorkey for
sharing lesson ideas that he has found
successful. The following lesson descrip-
tions were first presented at the Ontano
TESOL Conference in Toronto, Decem-
ber, 1980. The TESOL Newsletter is
pleased to have them in “It Works.”

PAIRED PRACTICE

by Richard Yorkey
St. Michael's College

One enjoyable way to get intermediate:
ESL students to interact with each other
is to°challenge them with art! There are
two interaction activities of this kind
that I have found particularly useful.

[,

Picture That!

Materials for this kind of oral lan- -

guage practice are very simple to pre-
pare and easy to retrieve from your files
whensver there is time for this “struc-
tured interaction.”

Students work in pairs. Student A is
given a.picture such as the following:

~

“#Your partner has a picture with
“stick figures'which he or she will de-
scribe to you. You must not look at
the picture! Just listen, and as your
partner describes each detail, recreate
the picture by drawing it in the frame
below. If your partner’s directions do
not seem clear, ask for clarification.
Your purpose is to mnake your picture
as similar as possible to the oné being
described to you. When you have
finished, look at the original plcmi
Compare the two pictures and discu®
any differences with your partner.

The beauty of this activity, aside from
its ease and speed of preparation, is that
students get immediate feedback. The
accuracy of the communication or com-
prehension is quickly verified simply by
comparing the drawing with the original
picture. In addition to this pedagogical
advantage, there is the great amusement
thats students enjoy when they compare
all the art work of the class.

Picture Differences
-

In this language interaction, each one
of a pair of students is given a picture
that is similar but not exactly alike.
Their tasi( is to discover in what ways

- the pictures are the same and different.

For example, each student is given one
of the pictures below and the following
directions:

Stick figures or stylized drawings of
an unusual scene are best. There should
be enough detail to elicit a reasopable
stretch of descriptive language but not
teo much so that the drawing is clut-
tered or the communication takes too
long. The picture can be pasted inside
a mantla folder so, t® Student A can
easily see the prcture while describing jt,
but Student B cannot see it. Student A
is given the following directions with
she picture:

»

Your task is to describe this picture
to your partner. Your description must
be accurate enough so that he or she

® can draw a similar picture. Your part-
ner must not look at the picture! He
or she can only listen, ask for clari-
ficatipn, and draw what you describe,
Afte'll"your Jpartner has drawn the pic-
ture from your description, compare
the two pictures and discuss any dif-

ferences.
. >

Student B is given a paper, on wh}ch
is a blank box, the %ame size as<A’s pic-
tore, and the following directions:

You and your partner have pigipres
that are similar but not exactly alike.
Describe your picture to each other
in order to discover their differences.
Do not look at each other’s picturel

."how to proceed. Most of them start at

Discover - verbally, not visually, at
least a dozen ways in which the pic-
tures are different. .

For teachers who do not have the time
or the talent to draw pictures, duplicate
illustrations might be cut from two mag-
azines and then, with typewriter correc-
tion fluid, certam things be blocked out
and slight differénces added.’ Again, fhe
accuracy of the communication or com-
prehension can.be immediately verified
when the two pictures are compared.

For this interaction activity, students
are given the task but no guidance- gn

some specific point (the bus or the signs
in the’ shop, for example, or they start
at the left and work towards the right—
although several of my Arab students
reversed this direction). Somé students,
however, begin with a more global ap-
proach. In the case of one pair,.when a
student started this way (“I have a street
scene with a bus on the right and bui?d-
ings on the left”), his partner inter-
rupted her to say, “No, no—think by
thmk.” When this failed to communicate
his meaning, he repfocessed the messago-
and said, “Only one think at a time.”
Somehow his partner understood this
and so she started with the windows at\
the upper left—and there they quickly _
discovered the first difference.

Activities of this knd, which include
common everyday words, often reveal
surprising and serious gaps in vacabu-
lary. These students (at a <high inter-
mediate level) had, just been reading
about deductive logic and had learned .
suéh words as deduction, ambiguity,
premise, and inference. But they were
not sure of the word for curtains (and
in fact at first used their native language
word, cortinas). Not familiar with the
word pole, they resorted to calling it a“
flag stick.

Picture diffgrences can sometimes-be
especially designed to test lexical or
phonological problems caused by inter-
ferences of the native language—for ex-
ample, library for boakstore, or as in this
particular picture, the ‘pronunciation
contrast of Hal and Al

Incidentally, for'paired practice of this
kind, a language lab can be useful. In
most current language laboratories, it is
possible to connect two students to-
gether so that they can converse with
each other as if they were speaking on
a telephone. A simple patch cord be-
tween the two mputs on the control con-
sole allows the -two students to com-
municate without interfering’with others
in the lab. Furthermore, the teacher or
lab monitgr can listef} in, or even record
the conversation. Students enjoy listen-
ing to themselves afterward,® and many
of _the>error analysis studies that my
graduate students «onduct are based on
the reco‘rded data. Q
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ROLE PLAYING IN CLL FOR THE ESP circle of leamners free to move, behind

each of them as necessary. A. tape re-

CLASSROOM corder and attached microphone (with ~

by Gregory J. ’I:homPSO“O cord long enough to reach each learner

’ Yamaguchi University, Japan  3nq with an on,‘off switch that con-
This paper describes the use of role trolled the tape recorder) was placed in
playing in the Commumty, Language  the center of the table. As learners be-
Learning (Curran, 1972) miliecu o gan “working on the task, the instructor
¢create an atmogphere for learners of En-  positioned himself behind each speaker.
glish for Special Purposes that will en- If the speaker had no grarpmatical errors
able them to correct their own grammar and was clearly able to communicate his
errors, incorporate a specialized vocabu- idea, the counselor tapped him lightly
lary mto their conversation, and work on .the shoulder to acknowledge that
toward attaming mdependence in using  what he had said was correct and under-

& Enghsh for their occupational purposes. standable. The speaker, in turn, repeate
Ulasses, averaging from 6-10 learners, the utterance into the microphone. If,
were conducted at large compantes in  on the other hand, a speaker made gram-
Japan whose members were trammg to  matical or rhetorical errors, the coun-
go abroad for busmness trips. sclor in a non-judgmental tone rephrased

. Each class meeting was organized the speaker’s utterance. The speaker then
. arounid a task-oriented role play devel- . repeated the corrected version into the
oped by the mstructor based on real «microphone., &lie session continued in
preblems faced by the company. On one this mannervuntil the task was com-
\ occasion management trainees were pleted or until the group decided to
“awven the following hypothetical prob-  postpone action on the problem—usually

" lem: . about 60 minutes. .
The Bup Film Company, a major film During the remaming class time, the
producing firnr, rehes on evport sales for  mstructor plaved back the tape so that
. about 30% of its mcdme. Recently, howeser, learners cauld hear their problem-solv-

[ .- the nsing value of the yen has decreased  mg efforts in English after which they
incomng revenues from abroad. Unfortu- were given five minutes of silence to re-
nately, domestic saley are saturated so the flect” un the cxpertence and to write
company's future evpansion depends onhow  jyun questions or comments, if any.
well it can compete on-the yvorlcl warket, oo Gere freé to make comments
this making any drastc price hike self- K’ e “thi iod b

) defeating In addition, the Japanese govern- or ask questions after this period, bul

. ment, under pressure from foresgn countries .the ~instructor avoided dircct esplana-

to reduce its huge trade surplds,has ufged tions, encouraging learners to assume an
“large exporters (ncluding Bup) to.volun- inductive approach in solving their lan-
tarly curbexports by 15%. If exports are not  guage problems (singe at their level that'
*restrictéd, theré 15 a chance that foreign 15 what they would have to do anyway ).
countries, will retahate  with pmto’cﬁomst Supplemental readings taken from news-
>tariffs that would llanlper efforts to /expan(l papers were provided to c.‘;pose learners
world_trade. If the company does curlr ex- ¢ he new vocabulary through a differ-
« , ports, however, there 1s a danger that com- . followi ] A
 pany growth would be halted and an,over- . ent mc(lmr}l. In the fo owing class ses-

«n  abundance of persomel would lead to 1O the instructor supplied copies of

’ bgnkAuptey e thie transcript of the taped role play for
Learners were instructed to look up learners referer?ce. ,
meanings of new words and to read the Al,l learners, in fbe class hm h‘"}d' ap-

- passage before coming to class. During -prf)x1mﬂtely 10 yéars of training in En-

20 the learning sesSion they were Egiven) a glxsb, §0 none were conszdered rank
«itdation and task based on the problem beginners. Based on Curran’s (1976:28-
assigned for .reading: 30) cl:}ssxﬁcations of psychological dé-
Situation—&lce:- The executive Imeeting pen(ler_\-ce on the counselor where stagg
room * I is total dependence and stage V is tota
Time: About 11:00 P.M. independence, most learners fell into
People Present: Chairman of the Board stages III and IV. Curran (1976:53)
President oo . . suggests that learners in these stages
V&e President—General "Aflghts - need the counselor only for immediate

ice Presiclent=Personnel - cosrection of grammar errors and for
, Vice President—Accounts idioms and subtle expressions.
Vice President—Export Sales . . :
Vice resident—Domestic Sales This partlcp!ar course ansmted (?f,16
' ) ) role plays ranging from topics describing

. Tals,k"g","f’ac“ a consensus on a MAOr  personpe] problems to marketing re-

poligy decision concerning exports that will (.01 problems., The following is an-

help the company without damagmng the

company’s external relations. * other example of a»gonference-x;oon‘l role

. play: '

Learners assigned role® to each ather
and began the meeting around a con-  Problem:
ference table. The instructor assumed The Buji Film Company is a major Japa-
the role of language co;mselo: (Curran, pese film and camera producer. During the
@ '176:26) placing himself béhind thes 70’s the company, due to astute wartage-
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ment and quality engineering, penetrated
the world market with its products. It even
showed signs of threatening its giant com-
petitor, Westman Godak. Success, however,
is the product of good planning—planning
that must he begun years in advance based
on sound analysis of market trends.

The trends for the 80°s do not look so
bright for Buji should the company continge
its present course of production. It seents
that the development of sophisticated video
equipment is challengmg the present-day
movie film (and perhaps still photography
as well) for recording events Indeed, when
a fanuly can watch on their own television
set home movies of themselves, a visible
thireaffto com entivnal film seems immoinent.

Task: ’ ) e
1.. Define the problem of the threat of video
tape to the conventional film industry.

2. Make predictions about the marketability
of video tape and conventional film by
1985 -

3. Take necessary steps to allow Buji to

compete and evpand either in conven-
tional film, video tape, or both.

In other classes, role plays that dealt
with courtroom drama and government

reorganization contributed to the devel-

opment of a speealized vocabulary m
the pohtical and legal fields.

Besides building specialized vocabu-
lanes m learners, CLL-role play lessons
enabled students to systematically deal
with therr own grammatcal problems

while nunumzing the threat of being cor-

rected by an authoritarian teacher. .In
addition, learners were required to deal

with their msecurities about expressing

their ideas in English. There is no limit
m type or number of role playggthat can
be developed for “this puipose.,

- EFERENCES
Curran, Charl 1972 Coyun seling-leaprang
(13

A vhole pe model Yor cduecation, Apple
River, Tl Apple River Press

——— 1976 Counseling-learning in  second
languak: s, Apple River, Il Apple River Press

;

8 -
L TN 12/81




| HEARS, | SPEAKS, | READS,
| WRITES, WHY | FAILIN?
by Iona L. Andersen

Medger Evars College -

When a student uses syntactic pat-
terns like I hears! I talks, I reads or I
writes he is generally labeled uneducated
and unintelligent. These negative conno-
tations brand the student as inferior,
and he commands no respect. The fact
is that Black English is a rule-governed
system of language, historically linked to
a West African culture that was frans-
ported to the New World at the"time of
slavery. Both students and teachers need
to become aware of the contrastive lin-
guistic features that may or may not be
appropriate language performance for
certain situations. In the éxploration of
language, one observes a teaching /learn-
ing process in action. This is a new
concept for teachers who have been
traditionally trained..

The classroom ought to be an organic
learning environment where active par-
ticipation and creative teaching learning
«experiences take place. But this educa-
tional concept'is based upon new phil-
osophies and new theories that are in
conflict with the way teachers have been
trained in the past. Under old philoso-
phies historically observed in Aristotle’s
“realism” and Plato’s “idealism”, teachers
have been trained to be the only author-
ity in the classroom, to initiate and direct
all discussions, to implement a pre-
scribed curriculum, to instill Western
European values and morals, and to ex-
pect evefy student to achieve at the
same rate and in the same way.

The CrlthLSn?S Tauuched against these
philosophies derive largely from the fact
that they ignore the sensorimotor needs
of the indinidual, set unobtanable goals;
overlodk the possibility of error; cannot
deal with failure; and most importantly,
deemphasize the cultural and linguistic
experiences students bring with them to
the classroom. ,

_The history of edugation and its pro-
gress has become an international con-
cemn since the formation of the United
Nations. Many authors (Faure et al,
1972) noted economic progress had the
most influence on the development of
an education system. However, socio-
pohtical developments are now progres-
sively beginning to nfluence education

!“As more skills were needed for techno-
logical progress so also were moré peo-
ple trained, to perform_these skills.
Focusing omr ‘the social aspects of life,
the authors noted that edbication in a
primitive society was family oriented
and revolved around learning from par-
ents or listening to tales passed down
from older folks. Educatjon remained
static until' the Industrial Revolution
@ Hularized it. However, James (1909)

ERIC, . 4

. bring meaning_ to education,

and Dewey (1956),

4
in attempting to
reviewed
the ancient concept of learning in prac-
tical social situations where the individ-
ual through problem solving is responsi-
ble for his own education. Studies like
these remained isolated ones and .have
difficulty in being implemented. As a
result of the Civil Rights movement in
America‘in the 1950’s and 1960’s Amern-
can educatlon recerved a Jolt. Minorities
were demandmg equal opportunities to
obtam the “good life” of which educa-
ticn is copsidered the necessary factor,
America was unprépared to meet the
educational demands of the minonty
groups who, either immigrated or mi-
grated to inner cities especially in the
north. Thé federal, state and local gov-
ernments started funding research stud-
ies to advance democratic principles
within nec€ssary educational reform.

Recent studres m child development
and growth conducted by Wmnecott,
Piaget, Maslow and others are gradually
mflyencing educators to look at each
child’s learning .style based upon his
maturation level, lus interésts, his mo-
tivation, his *sociocultural backgrounds,
his verbal and his non-verbal linguistic
behavior.

Modern linguists are also making sig-
nificant contributions to the learning
process. There are movements toward
the pragmatics of language communica-
tion and discourse, toward the process
of leaming rather than toward the end
product, toward social mteraction and
shared experiences, and toward language
as a common core in evéryday Life. Lin-
guists are bringing an awarenéss of the
how, why, and what of language learn-
mg and an appréciation.of the intricacies
of humay language mm a regional and
geographic® context. The socio-linguists
in particular have sparked considerable
interest ‘in secor;(l language learning,
bilingual education, and dml%chc .dxffer-'
ences in language. They are p‘mnfmg Upo
the iinportance of language on the devel-
opment of “self” and this linkage be-
tween language and self can hardly be
overestimated. Teachers have not been
required to study the anthropological
nature of language development, lin-
guistics or second language teaching
methods needed to understand the prob-
lems facing the linfuistically diverse

groups in their midst. Because society is -,

threatened by change and because edu-
cation is a reflection of society, the prob-
lem of miseducation continues. Many
young folks become pushouts or drop-
outs. Many who aspire for higher learn-
ing find themselves enrolled in remedial
classes in_ College hecause ‘they had not
been given the fundamental basic skills
for contmued learning iri their previous
educational experiences.

]

” >

The newly instituted ESL’ESD Pro-
gram 1s designed t6 focus attention on
those linguistic differences which have
become barriers to upwatd mobility aca-
demically, soc1a11x, or vocationally for
those who are learning English as a
Second Language or Standard English
as a Second Dialect. The deficiencies
these students haveé® do not imply cogni-
tive mmpoverishment™but years of de-
prived educational opportunity in which
they simply were not taught the lan-
guage of economic survival even though
they needed it in order to succeed n
the educational world.

The philosophy behind\the ESL/ESD
program 1s that given due respect for
one’s native lapgyage or dialect  experi-
ences every stgd‘)nt can learn standard
English. Students become aware that
knowing more “than one lan age or
dialect has an educatidnal dvantage.
The key to survival and success is know=
mg what language is*approptiate to use
in various life situations.

Because there have been many studies
n teaching the bilingual person, there
are programs designed to meet this
specific need. However, little or no, at-
tentton was given -to second dialect.
speakers untit very recently. The recent
1979 Ann Arbor Decision that mandated
the schools to teach standard” English
will perhaps spark research coming and
eventually programs will be developed
to meet the needs of students speaking
Black English.

Before the<ESL ESD prolect was,
written and funded, ESL students had
become college dropouts because they, "
lacked the necessary communication
skills to function in the classroom. The
retention rate for ESD students was

gally low. They were constant repeat-
cQRf the freshiman basic skills classed.
College faculty to some degree recog-
nized that language differences played a
signficant role in thel progress of the
second language learners, but the lan-
guage difference Detween-standard En-
glish and» Black Engllsh was obscure
Seciolinguists, namely ‘Stewart, Shuy,
Dillard, Labov and others upon observ-
ing Black students in their own environ- -
ments noted that they were communicat-
ing adequately within ‘that milieu, and
that their 1nability to achieve in school
had nothing to~do-with cognitive deficits.
The problem was considered an attitu-
dinal one as white teachers looked at
second dialect students as incapable of
learning; or as blacks themselves believed
that white society had to accept their
new attention to “blackness.” As a result
of these attitudinal studies mainly con-
ducted by Stanford Center for Research
and Development in Teaching (1976),
Washington reacted defensively to ig-
nore this sensitive areca of human con- '
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flict and to stop, funding any programs
directed to the language needs-of Black
students. Because of this neglect stu-
dents are witnessing extreme difficulties
in reading and writing in standard En-

glish as they .move up the grades-
through high school or attempt to enter.

the colleges. We, as educators, must
take another critical look at what is
happening to our youth. We must face
the problems of miseducation much
earlierin a child’s life and move to Ye-

duce or remove the extreme remediation

expenenced in later life.

Although both ESL and ESD students
need to become linguistically competent,
in the final analysis, the approach to the
teaching/learning  process is diffieult.

The ESL students need a longer period ©

of time to practice listening and speak-
ing English to extend their vocabulary
within the content materials, to distin-
guish fthose comparative linguistic differ-
ences creating language interferences
with the target language, and to under-
stand the use of idomatic expressions in
English. For the ESD student the em-
phasis is on contrasting those phono-
logical, syntactical and semantic agpects
of standard English, that differ from
Black English. Attentior? is given to oral
production of language and its relation-
ship to reading and writing in Standard
English. Many of these students were

never made ‘aware of the difference be- .
tween the two linguistic systems until’

they entered these ESD classes in our
college. Psychologically, they are moti-
vated to learn these differences, espe-
cially since no effort is madé to ridicule
anyone’s language but to respect it. Us-
ing students’ cultural and linguistic back-
grounds, instructors move them to ex-

plore all phases of the teaching/learning -

process * in moving towards mastery of
a new language or dialect. When stu-
dents are exposed to tracing the roots of
their language and culture, they discover
not only the importance of language but
also the fun one can have in learning
to use language in the context of life’s
experiences. For example, the instructor
extracts those features of -language that
students use in their everyday discourse
and focyses#aching on those features.

The following examples point up the
differences between Black English sys-
tems and standard English.

1) Verb and noun agreement differences

between the two dialects .
I talks He speak
I reads He read
I writes He write

2). Omission of the verb to be. (Sce ex-
ample 68)

ERIC

T

,

‘

3) The substitution of /N/ for ing.

. Bein for Being
Goin for Going

'4) Substitution of d for th at the begin-

ning and ending of words -

Dey for they  wid for with
Dis for this

5) Substitution of f for th at the ends
of words and sometimes in the middle

‘of words

mouf for mouth  brofer for brother
monf fo month #
teef for teeth .
6) Substitution of-t'for th .
tank for thank
trough for through .
7) Subject noun pronoun redundancy
My mother she at homé ‘
. .His fnend he like me' P
Prepositions in different places
he keep hittin’ on me
9) The dropping of letters
“guf” for “gulf”
< “lef” for “left”

The above grammatical and phon<;~
logical structures are a few of the Black
vernacular structures that are contrasted
to standard English. By means of the
appropriate exercises, minimal irs, dic-

. or the humanistic approach to le

.

.

games or dialogues, students practice
standard English usage for short periods
of time- several days per weck.

In summ®ion, teaching student§ today
means changing from old philosophies
to new ones, selecting those theoretical
concepts that consider the “whole chjld”
ing.
It means mrore attention to selecfing in-
teresting, relevant materials,
training teachers at all levels—early
childhdbd through college—to employ
new methodology in new settings based
upon new knowledge about language
learning. Teacher training institutions
need to prepare teachers for the “real
avorld” by requiring courses in®the na-
ture of language, cultural linguistics
and other disparate disciplines related
to language. Irﬁgad of the required 6
credits in reading before receiving a

.. license to teach, it should he 6 credits

in language. In the integration of all of
the language arts skills, reading and
writing problems will dindinish. = O

FOOTNOTES

t Faure. D, H Felipe, A R Kaddoura, H
Lopes. A ‘Petrovsky, including reading Perhaps
with concentration M Rahnema, and F, C Ward
LEARNING TO BE‘ THE WORLD OF EDUCA-
TION TODAY :AND TOMORROW London
United Nations, UNESCD, and George Harrup
and Co, 1972, . .

2 Dewey, J SCHQOL AND SOCIETY, New,
York. D, C. Heath and Company, 1956,

tation, cloze procedures, pronunciation (Reprinted from EUNY News)
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ENGLISH GRAMMATICAL
TERMINOLOGY FOR THE LANGUAGE
TEACHER . .

Lev I. Soudek
Northern Illinois University

4

Modem granfmatical terminology does
present many vexing problems for ESL,
EFL teachers and their students. New
developments in linguistic theory, the
growth of cross-discipline, approaches
such as psycholinguistics or%olmg\ns-
tics, new schools and methodologies in

applied linguistics, all these have brought

abbut a stream of new terms, Even more
annpying is the overburdening of older
established terms with scores of new
denotations. Unfortunately, textbook aus-
thors and writers of articles and reviews
in vur areqs often do 'nut bother to define
or at least to characterize the terms they
use. . b

In this respect, Professor Crystal’s
new paperback Dictivnary (see below
for references) 1s an excellent tool tu
be kept on the language teacher’s desk.

. Crystal is a well-known British scholar

who has specialized in several areas of(
applied linguisfics. This is why his Dic-
tivnary s exceptionally strong in ts

focus un applications of linguistic sci- .

ence. Many of his more than two thou-
sand terms are given extensive cuverage,
similar tu that of an encyclopedia, with
luaid descriptionsi

Alice Maclin’s Reference Guide to-En-
glish represersts a différent genre. Much
more practically ofiented, it is a treat for
the language teacher as well as for inter-
mediate and advanced non-native stu-
dents of English It is a very useful
glossary of rhetorical, grammatical, and
compositional terms and problem areas

facing the foreign lerper who tries to”

cope with, fainly, the written norm of
English in academic or business settings.
Clost to ty6 hundved main sections, in
alphabetical order, deal. with problems
of English grammar and usage, with
specific focus on the needs of the foreign
learner. Hundreds of secondary tegms

nd examples. .

THE CASE FOR NARROW READING

by Stephen D. Krashen
University of Southern California®

Our tendency in both second lan-
guage and +foreign language teaching
has been to supply students with input
on a variety of topics. “Readers”, for
example, “typically include several dif-
ferent sorts of articles and 'stories, and

, introductory courses in literature usually

give the student only one (short) exam--
ple of each author’s work. These prac-
tices derive from the premise that ex-
posure to different styles and genres is
beneﬁcnal . .

The purpose of this note is to suggest
. that narrow reading, and Qerhaps naxg,
row input in general is more efficient
for secdnd language acqulsmon I am
suggesting, in other words, early rather
than late specialization in the second
language acquisition’ career of acquirers,
encouraging reading on only one topic,
and several books by the same author 4n
early and intermediate ‘stages.

The case for narrow reading 15" based
on the idea that the acquisition of both
structure and vocabulkry. comes from
many exposures in a comprehensible
context. we acquire new structures and
words when we understand the mes-
sages, many mesfages, they encode?®
Narrow reading facilitates this ‘process
mn seyeral ways. First, since-eachwitter-
has favorite expressions and a ‘distinc-
tive style, and since each topic has its
own vocabulary and discourse as well,
narrow reading provides built-in review.
Second, familiarity w1th context is a
tremcndous ch:lltator of comprehen-
sion, and thus a facilitator of language
acquisition. The more one reads in one

.area, the more one learns about the.

area, and the easier one finds subse-
quent reading in the area. *

An example of this can be termed the
“frst fely pages”  effect.’ Intermediate

* students, reading 'a §lovel in a second

language, often report that they find the
first few pages of a new author’s work
hard going. After this initial "difficulty,

(all listed and cross.referenced in a, the rest of the book goes much easier.
thorough and synoptic index) are char- g This is due to the fact that the context,.

acterized and exemplified in numerous
subdmsrons oflthe main sections. The
book has*illummating passages on the
use of prepositions, articles, idioms and
o many other areas vital in our never-
“ ending attempts_ to explain and teach
English. It is a useful and very practical
seference tool for our daily problems in
lasfguage instruction. )

BIBLIOGRAPHY .
David Crystai® 4 First Dictionary of Linguistus
and Phonetics  Boulder. Colorado. Westview
Press, 1980 Paperback. $12 00
Alice Maclin Reference (Guide to English A Iland-
book of English as a Second Language New
York Holt! Rinehart and Winston, 1981 Paper-
Q ek $1095
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he story, was new, and, in addition, the
reader had not ad]usted to the authors
style. Providing only short and varied
selections never allows our students to
get beyond this stage. Instead, it forces
them to move from frustration to frus
tration.* .

It may. be argued that narrow reading
produces only the ability to read in just
one ared, This-is not true. First of all,
deep reading in any topic will provide
exposure to a tremendous amount of
syntax and vocabulary that is used in
other domains. Any technical field, for
example, will utilize subtechnical voca-
bulary, words such as function infer-

“" 60

<

/ Cohen.', A.-and

ence, .isolate, relation, etc. (Cowen,
1974). Second, we do not expect the
student to read only in one area for the
rest ‘of his or her second language
career. The best way to expand might
be a gradual movement from closely re-
lated field to related field, taking advan-

- tage of the overlap in context and lan-

guage.

The clearest advantage of narrow
reading, however, is that it is potentlally
very motivating. ‘Lﬂ/any anthology, it is
certain that most topics are not of gmeat
interest to many members of the class.
The+ combination of new vocabulary,
unfamiliar style, the lack of context, and
uninterest in the subject matter insures
that much reading remains an exercise
in deliberate decoding. On the other
hand, narrow reading in a topic of real
interest has a chance of resulting in
<students’ reading for the message, for
meaning, in very early stages, a phe-
nomenon considered to be essential for
real language acquisition.’

Here are some suggestions.” Within
the framework of the regular class, nar-
row reading can be encouraged by liter-
ature courses (e.g. for -the third year
forcign * laftguage _student) that deal

with the -work of % single author (we

usually delay these until at least the
senior year). '
quisition situations, a course could focus
on a_single-topic, such as qurrent events
(with regular reading of the daily news-
‘paper), history of the new country, etc.
At the University of Ottawa, experimen-
tation is now taking place in which
second language students
courses in subject matter. In such
courses, students are tested on content
and not language. To help insure com-
prehensible input, native speakers are
excluded. This “adult immersion” (see
e.g. Cohen and Swain, 1978), is the
logical extension of the narrow reading
idea, since students focus on one' area
for ‘an entire semester (see Krashen, in
‘przess for further discussion). jw}

FOOTNOTES o

1 Thl\ paper was written while the author way
a visiting professor at the Centre for Second Lan
guage Learning, University of Ottawa (fall, 1981)

2 See eg Krashen, 1981 °

3 I thank Mari Wesche for pointing this out

4 But gee Hauptman (1981) for a discussion
of ways of alleviating this problem by preparing
students for mew naterial

5 Philip Hauptman has pointed out to me that
narrow reading could have a negative effect if the
topic the acquirer ig ,!orced to read in 1s jn an
area the acqulrer dislikes!
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ESL READING OBJECTIVES: USING
SEMANTIC, SYNTACTIC AND

DISCOURSE CUES ‘

by Karen O’Neill and Garol Qazi
Studies in American Language

San Jose State University

In 1967, Kenneth S. Goodman, thern
at the University of Michigan, revolu-
tionized the study of reading when he
pruposed that reading is a “psychological
guessing game.” Goodman hypothesized
that efficient readers do not laboriously
read word-by-word, rather, they utilize
the redundancy of language and their
khowledge of semantic, syntactic and
discourse constraints inherent in the lan-

reading. Like L1 readers, they nee
predict structures, form hypotheses abgut
a reading passage and test those hypo
eses. While all levels of this curriculum
introduce skills which will form an
awareness of semantic and discourse cues
n reading, levels three and four empha-
size these’skills because, by the time
ESL students reach the high-intermed-
ate to advanced levels of instruction and
are about to begin full-time university
work, they must begin to increase their
sgeed and comprehension in order t
compete. Also, they should be able to
adjust their reading to a variety of read-
ng tasks, such as skimming quickly tu
find general concepts in reading, scan-

[ o

ning to, find specific key words or facts, &
reading critically, making inferences, and
reading for general, overall understand-
ing. e
To help improve their ability to ‘uses#
semantic and discourse constraints, ¥
higher-level ESL students are also taught
to use their knowledge of word deriva-
tions, synonyms and synonymous expres-
sions, antonyms and ability to guess the
meaning of a word from its tontext. Usu-
ally, a cumulative understanding of the
reading will aid students in guessing
words. They should find it unnecessary
to “cling” to a word when its meaning is
not totally obvious. Knowing when tg use
' Continued on next page
™y X

@

guege—tp prediot structures. This com-
plex process of predicting strugtures,
sampling them against the cumulative
semantic context which builds in rsaders’
minds, and then confirming or discon-

firming the hypotheses which readers WHERE 1S THE LAND? .
have formed allows readers to greatly 4 Glimpse at.Life in a Refugee Camp ¢
increase their speed and comprehension.

Since Goodman introduced his theories
in the 60’s, a considerable amount of re-
search has greatly increased our under-
standing of the reading process and the
similarities betwéen L1 {first} and L2
(second language) readipg.#\t Studies

“ In Amegican Language at San Jose State
Unnersity>~we wanted to put what 1
currently understood about L1 and L2
reading to work in an ESL reading cur-
riculum for our four level, intensive, col-

# lege .preparatory English program
(TOEFL range 350-550). The objec-
tive of this curriculum is to provide
ESL students with.a systematic approach

. to the English language reading process
and help -take them to a near-native
reading and comprehension level neces-
sary to compete in the university. Each
of the four levels of the curriculym fo-
cuses on identifying the semantic, syn-
tactic and discourse constraints occuring
in reading. -

The first two levels of this curriculum
focus on decoding syntactic and graphic
cues* The ability to succeed in literal
comprehension tasks is fundamental to
the ability to achieve other levels of com-
prehension. A thorough knowledge of
syntax is essential in reading because
- good readers use this knowledge to read
in phrasal chunks. Work on decoding
graphic cues will vary depending on the
first language of the students. Students
with native language alphabets other
than left-to-right Rom phabets may
require more emphasig op/graphic -
ing.

While the role of
reading, as a decoding
require readers to p
structures. It is for this rea

. . -
porary, lives. This tranquility an"(( lﬁ\{g
pmess followed the wrenching decision to
leave a()momeland, relatives, and, possessions
and endure a dangerous sea crossing to an
unknown destinatiog. It scemed as though
8000 people were breathing a sigh of rehef

An ®arly morming walk through the camp -
brought ghmpses of daily life: a ‘jakeshift
sports club where joggersand weight hfters
were hard at work, roadside stands offering
cigarettes and freshly baked bread;, the
mirket where vegetables and' staples were
being traded, refugees diligently hoeingeand
watering their gardens, students reviewing
their lessons before class, )nen gatherng m'*
the*simple coffee shops, the Indonesian Red

Cross Hospital opening 1ts doors, and a man
readying his crudely built beauty shop “for” = e
business. Meanwhile, hymns from the Pro-
testant church on one hill came and went =
in the breeze and an occasional hint of
incenseé wafted from the Buddhist templé
on another hill. c
+» Seeinlg refugees cheerful and in cohtrol of
therr day-to-day lives made me thirk sadly
of the problems they might confront upon
resettlement in the U,S.: the language bar-
ner, an impossible housing situation, push-
ing and pulling from all the “helping”
agencies, and at times outright hatred. A
camp can provide refugees with only a tem-
porary sanctuary from the consequences of
their decision to leave their homeland. The
joy of escape and rehef of survival may fuel
their days, but how long can it last.

I was touched by the slogans painted on
the outside of some of the classroom build-
ings  Some* were frivolous—“(Happy En-
glish”, “Beware of Pirates—Don’t Sleep”
painted next to a picture of a boat bein.g
pitched about the seas. One truly struck
home: “Where is the Land?’ These re-
fugees had found terra firma. But they had
no home and no country and were probably
permanently separated from all they had-~
,known. Emotionally, spiritually and= eco-
nomically they must still look to their future
and wonder—"“Where is the Land?”

Nick Kremer,

La Puente Valley
Adult Schools (CA)

The quiet beauty of the wslands of In-
donesia’s Riau Province behes the continu-
mng drama of Vietnamese boat people whosc
crowded craft wash up on these shores. In
the nnddle of one of these islands, Galang,
s a Umted Nations admimstered camp |
which served as a temporary shelter and
reséttlement procesying center for Indo-
chinese refugees. They are brought from the
slands where they land to Galang" whére

" they await the determination of their fate.

I traveled to Galang to be part of a Ford
Foundation funded team evaluating the
camp’s ESL program which was run by the
Save the Children Foundation and the ¥x-
perunent i International Living. Entering

- the. camp 1 was worrnied about how I would
react when confronted with ‘starving people
jammed nto’ makeshift shelters. Fortunately
during the past year the concentrated effofts
of the UN, supplemented by several private
agencies, had vastly improved living condi-
tions and ,provided adequate food supplies.
The images creafed by television and the

< press had been reahties but were in the
past. Instead I found a vibrant village of
8000; not unlike villages I had visited in
Africa and Central Amenca. Refugees were
housed in barrack-like buildings which
served as sleepmg quarters. Families had
used poles and tarps to construct kitchen

“ areas alongside the barracks. There were

-well kept gardens, happy children, a market

.place, a school, an open air movie theater,
a constant flow of people,.and all the other
accoutrements garnered by people every-

- where in)an attempt to lead normal, if tem-

\
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t:é important, -
cdss, does not
i complex
that ESL
readers need to go beyond the syntactic
level of reading.and be trained in ytiliz-
Si-nantic and discourse cues when
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i \
a dictionary effectively is equally im-*
portant to knowing how to use a dic’)n-

.ary effeétively,

ful LZ readers,

Succéssful readers, including success--
are aware that good
writers evaluate their audience and plan
their expository strategies prior to writ-
ing. The main theme(s) of an article can’
be found in introductory paragraphs or
title pages, topie sentences, sub-head-
ings, margmal notations, &tc, The writer’s
use pf coordinating and subordinating
structures and devices further guides the
reader. Most importantly, students
should use their knowledge of the major
rhetorical patterns such as cause and
effect, comparison and contrast, persua-
sion, ete., to determine the author’s pur-,
po§e “and to locate major argumenys in a
redding.

The curnculum which follows:is an at-
tempt to break the reading process as a -
whole nto manageable chunks and to
sefuence the introductiorr of the chunks
m a way which may help L2 readers
biild a Sudcessful reading system in En-
‘ghsh It should be ponted out that this
Oumculum is not geared to any par-
ticular textbook or books; it is.probably
a:dwsable not {0 adhere to a single text,
especially at the advanced'level in order
to give students a maximug variety of
reading tasks. In addition, throughout all

levels, teachers should provxde students *

with whatever background information is
necessary to ground their readings in the
students’ real world (referred to as a
“cultural- subcomponent” by Esgkey).

s -
-

> a
Letel 1
o - &
Level Objéctive, Focus attention on efficient
use of g;aphic and syntactic cues in read-
ng. .3 .

By the end of the level, students should be

Q

able ‘to: v

-

1. Recogmze print
a. letters—upper and lower case
b. numbers °
¢. sentences—statements and questions
d. punctuation—periods, ¢uestion
marks, exclamation points
e. paragraph form '

2, Recognize basic abbreviations (Ca., I,
Mon., Oct., etc.) - ”

3. Recogm/e plumls and possessives

4. Recogmze basic suffixes (-ly, -fulq‘o‘%g
-less, etc.)

5. Locate title page %ind author -

6. Identify key words as main 1ideas in
"paragraphs . ioe

7 Scan schedules for facts

8. Locate information in a reading when
aphrasing of questions and answers cor-
respond structurally

9. Cuess general semantic and Syntactic
class of wotds from context clues

EMC ' ! 1
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Level 11 4
LY

10. Recognize basic contractions (don’t,
won't, 'l etc.)

l) Predict story’ linef or topic from title

or pictures

Place events in sefjuence by using syn-

tactic signals (transitions)

Set ‘goals for-réading task (use illustra-

tions, titles, headings, gtc., to help set

. purposes for reading)

14. Frame questions about material read

15. Use punctuation to denve sentence
meaning .- ‘

B,
Level Objective: Focus attention on further
work in effective use of syntactic cues 1n
reading. .

12.

By the end of the level, students should be

able to: . .
1. Recognize basic prefixes (pre, un-, dis-,
re-, etc.) |
2. Recognize direct quotations.and paren-
theses

3. Alphabetizé words from lists

4. Verify spelling of unfamihar words
an English/English dictionary cj
Use gwmde words in mon(jingual di

3.
tionary

6. Locaté information using index and/or
table of contents C e

Locate answers or information in text
when questions and angwers do not cor-
' respond structurally

-1

8. Skim material to find answers

9. Decode relative clauses and reduced
. relative clauses *

10. Comprehend meaning of cominon® two

word verbs
11. Draw conclusions fromn facts rcad
12. Make generalizations about facts read

13. Recognize rhetorical cues signaling*
a. chronological order®
. b. comparison -, ’
¢ . contrast
d. simple listing 5

14. Divide sentences into appropniate gram- .

matical chunks
=

Level 111

Level Objective: Focus attention‘on seman-
tic, syntactic and discourse cyes in read-

* ing.

By the end of the level, students should be
able to:

1. Hypothesize author’s purpose before.
.reading by skimming article
2. Differentiate between varying styles of
reading for various purposes such as
skimming (for concepts), scanning (for
facts), reading thoroughly (for total
comprehension) and reading cutncally
sttmguxsh between fact and opinion
Identify supporting details
Anmalyze organizatlon of reading to fipd
main ideas and examples
6. Read technical charts and graphs
7. Use discourse cues to follow main
, ideas:
a. transitions
b. main points reiterated by use o
synonyms and synonymous expressnoqs
c. ‘verb tenses

4

YU g

b ‘)
b

|

8. Utilize rhetorical styles as a means of
identifying information contained in
paragraphs and essays:y

a. chusal analysis .
b. comparison and contrast
c. persuasion © .
d. others
9. Summarize articles orally
Make inferences about matenal read

11. Find proof, cite sources

[y

12. Judge author’s intent after reading

13. Recognize roots and stems, prefixes and
suffixes

14. Choose appropriate definition from ' a
dnctnonary

15. Guess at meanings of “technicalese”
{“gasohol”,. “technocrat”, etc.)

Level IV

v -

Level Objective: Focus attention on maxi-
mnzing use of syntactic, semantic and dis-
.course constraints to increase speed and
comprehension to near-native level _in a
variety of reading tasks:

By the end of the level, students should be-
able to: ‘

1. Decode all wrnitten sentences

2. Read mn phrasal chunks

3. Determme meanings of words accord-
# ing to céntext

. 4. Determine meanings of words by using
knowledge of derivations, synonyms,
antonyms, et

5. Recogmze propiganda techmqu@s

6. Identify euphemisms

7. Determine ormal/mformal “style and
levels of giction

8. Place reading wto meaningful context .

9. Determine method of organization n
reading (by usmg knowledge of all
rhetorical styles)

10. Determine writer’s purpose

11. ‘Hypothesize or predict outcome of a
reading
12. Determine content of reading by
searching for main ideas and central
)hemes in mtroductory- paragraphs and
‘topic sentences
13. Follow content of reading by deter-
mining curnulative meaning of passages
or article as a whole
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SPEAKING IN EST

. by James Griswold
UCLA, Chinese-Academy of Sciences

When the materials development team
of the WCLA-China Exchangé Program
approached the problem of teaching
entry level speaking (low intermediate
level. TOEFL mean = 425), it was de:
cided that some book must be selected
as core material. The Chinese students
attending the Language Centers would
come from traditional methods of lan-
guage learning, emphasizing reading and
writing at the expense of speaking and
listening. Furthermore, the problem of
teaching speaking was compounded by
the ten-year.interlude of the Cultural
Revolution (1966-1976)\\§hen ‘English
language study was deemphasized. Con-
tact with native speakers of English, par-
ticularly Americans, was politically dis-
advantageous at that time, if it was
possible at all In view of these circiim-
stances, thep, 1t was thought that the
use of a.book would be both reassuring
and beneficial to students steeped in
traditional language leafning methods by
providing them with a tangible foeus to
the entry level speaking class. Unfortu-
nately, there 1s a profound lack of com-
mercially available materials for the EST
(English for Science and Technology}
speaking class. Because of this lack,
Nucleus: General Science (Bates and

udley-Evans, Longman Group, 1976)
was chosen as the core material. Nucleus

4 an EST—oriented grammar with many
positive aspects; a speaking text it is riot.
However, it was selected with the full
realization that substantial revision and’
or adaptation would have to be provided
by the instructors using the text. The
purpose of this paper is to describe those
procedures’ developed by the Graduate
School . English Language Center
(GSELC) of the Chinese Academy of
Sciences, Beijing, sponsored by the
UCLA-China Exchange Program. The
method described below is particularly
useful on two accounts. First, it makes
use of bone fide EST material for the
speaking class i the form of Nucleus.
Second, it has proven adaptable for the
teaching of large (25+4) class sizes, a
phenomenon  frequently” encountered
while teaching in China. '

Material 'Requirements

Nucleus is divided into twelve units
which are in turn divided into three or
four sections. While in somé units, the
information in later sections depends on
a knowledge of the previous sections,
generally speaking, the sections within
the units can be used as self-contained
entities. Furthermore, since the students
are scientists learning EST, they are al-
ready familiar with the theoretical con-
O of the units.

Method

Having three to four self-contained
sections within each unit makes the text
easy to use for group work for a speak-
ing class. The class is divided into

- groups of three or four, depending on

the number of sections in that particular
unit. The nstructor assigns each group a
section to study (keeping an equql num-
ber of groups studying a* particular sec-
tion). For example, a class of thirty-six
working on a unit of Nucleus with three
sections would have four groups of- three
students studying Section 1, four groups
of three studying Section 2 and four
groups studying Section 3. The instruc-
tor makes it clear that everyone in each
group is responsible for knowing the ma-

" terial in that section—Vvocabulary, phrase

and _sentence patterns, pronunciation.
The students in the group study their
particular gection, drawing upon the re-
sources of the group to figure out de-

finitions, to come up with additional’

examples of grammatical patterms, to
check for cosrect pronunciation and in-
tonation. Only when the combined re-
sources of, the group cannot figure out
a problem*should students tippeal to the
mstructor for help. Furthermore, the
mnstructor must make it clear that the
class 1s first and foremost a speaking
class; at no time should students be
allowed to simply memorize the material
found mn the text. The vocabulary and
sentence patterns are important, but
they are speakmg stimuli only. To en-
sure the speaking focus, the instructor
should circulate throughout the class-
room, soliciting conversation, giving aid

_as necessary and pointing out the im-

portant -elements in each section that
group members should .focus on. When

“the ongmal groups finish studying, they

split to form new groups. The new

-

»
too far, hence a number of supplemen-
tary exercises have heen incorporated
into the curriclum. After the completion
of each Nucleus unit, for example, we
have found that a quick (20 minuté)
review by the_instructor with the whole
class is very useful. This can consist
mainly of questions from the students to
clarify problemns they found during their
study. Pronunciation drill is also used,
focusing specifically on troublesome
words and sounds as they are encoun-
tered in the units. “Free” discussions
occur once a-week using maps or picture
cards as stimulus: students are divided
into small groups to talk together, using
the new matertal they studied in the
Nucleus unit. The class has also made
dse of brief (3 to 7 ininute) presenta-
tions. Particularly after some rhetorical
form has been learned, e.g., process in
Units 8 and 11, students give short
process descriptions to the class of some
elementary experiment. :

The method of group work described
above was devised spekifically around
Nucleus although it is equally applicable
to any text whose chapters can be
utilized as self-contained units. However,
it should be kept,in wmind that to use the
method effectively, the instructor must
accomplish two “things. First, he must
‘sell’ the students on the method. With
its_design of small groups in which’every
individual is responsible for teaching his
fellows, the method demands a great deal”
of student initiative and effort. It is a
long way from traditional _language
learning, and an approach so radical can
be rejected by students if they are not
convinced ‘of 1ts efficacy. Secondly, the
instructor must be willing to relinquish

_some of the control he has over the class.

groups are made TUp of individuals who

studied different sections within the
unit: one person studied Section 1, an-
other, Section 2, the third, Section 3.
Each person then proceeds to teach his
colleagues his section, explaining the con-
cepts, vocabulary and -grammatical pat-
terns found there.;(‘I'hi‘s‘ is why it is 1m-
portant for the instructor to point out
the essential elements of a section to
focus on, particularly early in a term
when students are unfamiliar with the
method and the book.) The time factor
for the method can vary, both with the
original groups and the split groups, de-
pending on the complexity &.the ma-
terial, the level of the class and the
degree of emphasis “on particular con-
cepts the instructor <yishes.to place on a
unit. At GSELC, generally two days are
allotted per unit, one for the original
groups_and one for the split groups.

Supplementary Activities
A language class will eventually get
tired of any single activity that is pushed

L o

.

v

It can be a very noisy classroom and,
often, not just a little confusing. The
advantages, however, are well worth the
noisy classroom. In the case of GSELT,

we have been able to adapt a grammar
for the speaking class to get at more.
EST—oriented material. Additionally, it
is possible to manage large speaking
. clasges by utilizing the abilities of the
students, minimizing the problems_in-

herent in a situation of one instructor

_and._thirty. students.. . . _ _ .....0
N
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CULTURES IN CONFLICT

by Douglas Mcgrath
Um'uersity of South Florida

ESL teachers need an msxght into the
problems of acculturation faced by theif
students because the students’ attitudes

. and feelings directly affect their class-
room performahce. Their initial . excite-
men't starts to wear off as culture stress
begins to affect their lives during the

study period. Teachers néed to be sensx‘

tive to these proBlems of culture conflict
i order to- help the students ease the
transition into a new culture with 2

minimum of stress. Here at the English.:
Language Center at the University of

South Florida the problems of Mlddle

Eastern students have~ concerned _us
espegially because many of our students
han;;r(ne from that region. My years

of studs~and residence in two Middle

Eastern countries have given me an in- "’

sight irto the cultural background of the
students and the potential for @ltural
conflicts that may occur. I hope that ‘all
ESL teachers will benefit from* these
experiences and observations glat I wish
to share. I will cite some sgecific exam-
ples and make some general staterents
based on my experience and fesearch in
the areas of Middle East Studies and
ESL methods. .

At first, most of our students are ex-
cited about their new surroundings when
they arrive m Tampa to begin intensive
English study. In general they\ adjust
well to their new environment. \Some,
however, have returned home beyause
of homesickness, while others have

adopted western ways and neglected ’

their former culture. In fact, they enjoy
their newly found pleasures to the detri-
ment of their studies. Culture shock can
cause students to withdraw as they go
through a period of orientatiori to the
. values of the United States in the light
of their own cultural system. Conversely,
cultural conflict can lead to’a rapid at-
tempt to assimilate our culture, hoth the
good and the bad.

[ ol

obligafed to hold an to some aspects of
their relxg’ous rltunl For example, our
students asked for ahd got a free” period
«for group prayer oif Friday. This small
concession improved stydent morale be-
cause thay realized” that we cared about
«their pgltire and <value system’lslam
definitely encourages education. For this
reason we are not, overly concerned if
our Middle Eastern students miss a few

minutes for prayer. The Koran, the holy ,

- book of Islam says, “For God. does not
change whatever is in a people until
,they change what is within themselves.”
(Koran 13:10) If students seem to lose
motivation, one”can always remind them
of whiat their own religious tradition has

iﬁo say about gaining knowledge and im-

#proving oneself. Even the most com-
servative Muslims who comg here to
study are eager to leam.” A basic under-
standing of some' of the specific points
of cultural Vinterference will Jhelp theser
students avqul potential problems’ ayd
gat the most ouli their expenience.

. Muslims are f idden ag’éﬁ) eat pork.
This strict dietary Jaw mayp cuse prob-
lems for neWly jatrived students who
cannot recogpize * pork—never having
seen 1t. Pork and\,pxgs should not be
mentioned in conversation or lessons,
and pork’ «,houldti ver be« offered | to
Middle Easte %ents Students may
wish to know \vhlgh food texms refer to
pork. When our students asked about
this subject, an Arabic, speaking faculty
fnember introduced the students to var-
1ous food service facilities and stores and,
explamed the meanings of the various
food terms.

Madny Muslims fast during the day-/

light hours for one month each year—
the holy month of Ramadan. They
cannot éat, drink any hquxds or smoke
during the daytime. Only those who are
sick or who are traveling can claim ex.
emption. Students will appear tired and
irritable during this period because they
usually stay up all night in order to eat
and pray. Ramadan gives the students a
chance to reaffirm their own cultural
values. Our students put great emphasis

.
|
\
\
»
;
r
\

« This cultural conflict has beef gping
+ on in the Middle East for some time
now Modernization has already exposed
the students to some aspects of western
culture, particularly science and technol-
ogy. Modemist writers and thinkers in
the Middle East consider western sci-
ence to be a necessity for their coun-
trjes, and the students come to the U.S.
seeking this knowledge. Howevér, con-
trary to the rcurrent of wesgzmlzatlon
and reform in the students’ homfe coun-
tries, there is a resurgence of traditional
Islamic values. Many leaders now call
for a,return to the basic faith and valye
systelf of Islam. The students bring
this conflict in values with them when
Qo “y come here for ESL. They feel
[ IC
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—on their—special- activities during Ra-
madan. It is their defense against
“anomie,” a feeling of not confortably
belonging in one social gfoup or the
other.” (Lambert, p. 179) The daily fast
and nightly feast help the students mam-
tain important links to their home cul-
ture. Teachers need an extra measure of
patience during this\ time because stu-
‘dents may regress.

The status of women is another con-
cern for those dealing with Middle East-
e students. Islamic reformers have
done much to llberate women; however,
traditional attitudes’ linger on, and in
some cases the rising tide of conser-
vatism and ' Islamic nationalism have
eroded these gains. The result is that

£4

male students nay have difficulty follow-
ing orders from female teachers and
administrators. Female teachers and ad-
ministrators should establish authority
from the first day of contact, remaining
firm at all times. One must avoid the
temptation to shout at the students.
Once I observed a teacher trainee shoutc
ing at a group of Saudi men; the result
was that she lost control of the group,
which had begun to make fun of her.
Teachers need to realize that the stu-
dents may never have been exposed to a
female authority figure before.

The American custom of dating is a
ystety to newly arrived students from
the Middle East. A few will catch on
.quickly, and their command of spoken
English, will improve dramatically .as a
result. Others will remain aloof and will
feel offended by the apparent aggres.
siveness of U.S. women.

Cleanliness 1s very iinportant to Mus-
luns. They are required to wash before
reciting the daily prayers; however, be-
cause of the scarcity of water in their
home countries, they tend to shower and
bathe ' less often than Americans do.
Also, they are not familiar with deodor-
ant; in 1ts place they wash their hands
and face .with cologne. This measure
does not work very well in Florida. Ap
parently the dry climate of the Middlé
East prevents any probleins from occur-
ing before the students arrive here. My
own experience has mdicated that a dis-
crete word to one or two individuals is.
the best way for a teacher to handl¢ the
situation. One should never address a
large group on this subject.

Differences in proxemics and body
languagé have the potential to cause
conflict. Middle Easterners stand closer
to one another than Westerners do, and
meémbers of the same sex often hold
hands or walk aff-in-arm. Such be-"
havior is normal and doés not imply.
anything irregular. -

Punctuality is a problem for students
and their teachers. A student may come
to an eight o'clock appointment or class
at eight-fifteen or eight-thirty. Also, any

business scheduled for today can be lefts.

for tomorrow if not completed.

Most ESL students undergo a period
of disorientation as they reevaluate the
cultures of the host country and their
own country. Properly informed teachers
can forestall potential problems if they
are aware of cultural differences and
areas of conflict while remaining sensi-
tive to the ethnic values of the students

in their classes. . (]
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ADDING SIGHT & SOUND TO
COMPUTER ASSISTED INSTRUCTION:
INTERACTIVE VIDEO

by Kearney Rietmann
San Raphael, Calif.

Most people in edycation and training
have had at least an introduction to the
world of computers and advanced video
technology. They may not have bought
their own computer yet, or collected a
library” of their favorite films for a video
system. But, if only from advertising,
they know about the engaging fun of
computer ‘games, the possibilities for
showing fmmercially made films in
their homes, and the chance to record

- television programs so that. they may
never miss an episode of their -favorite
series again. . N\

Now a new media system called inter-
active video brings advanced technology
to the classroom, combining the liveli-
ness, interest, and immediate feedback
of computer assisted instruction with the
visual capacity of video.

: The System °

Intefactive video equipment, or hard-
ware, is made up of two components.
“»One is a micrécomputer, hike an Apple

computer, which looks like a portable .

television set with a typewriter con-

nected at tH} front. The other component.

is a videotape or videodisc systein such
as those made by Sony or Panasonic
(Thomas, 1981). 3
The instructional proé'ram, or software,
combines a narrated video film with a
‘computer program to present an educa-

tion or training course. A number of

such software programs have been devel-
oped for education dnd training. One
program, developed at the Chevron
USA, Richmond Refinery in Richmond,
California, will be described in this
paper. ; K

How the System Operates

THe ‘interactive video system is con-
trolled by a computer program which
first presents a Section of a training film
for the leamer to listen to and watch on
the microcomputer screen. Then, when a
specified part of the film is reached, the
computer stops the video system and
replaces the pictures on the screen with
a display of text. The display introduces
an exercise which might, for example,
quiz the learner on the training segment
just shown. The learner reads the exer-
cise and responds by typing in answers
on the computer keyboard. Then, de-
pending op the answers typed in, the
program replays the film or advances to
the next appropriate section of the
course.

, A model training course developed at

foe

g
5. * o
s -
.‘\‘/'3_

the Richmond Refineryjpfovides an ex-"
mple ow the “systerit works. The,
program begins with a video film of an
instructor showing how to fill in a form
to carry out a safety procedure. The
form and the sequence of step¥ for filling
it out are shown and explained verbally
by the instructor. Then, at the end of
the demonstration, 'the computer is pro-
grammed to stop the film and display
written questions about the procedure
on the screen. The learner, in response,
types ‘in aiisvers on the keyboard. If all
the aifSwers are right, the computef pro-
gram moves on to the next step in the
traimng module. However, if the learner
misses a question, the program branches
to the section of the tape correspond-
ing to the questions the learner missed.
For instance, the learmer may have cor-
rectly answered questions on steps one
and two of the procedure, but’ missed
those on step three. The incorrect an-
swers automatically put on the screen

. agamn the part of the program for step

three. Then, once the learner has re-
atéwed the procedure and answered the
questions correctly, the proggam moves
on to another training segment.

Interactive Video and English
Language Teaching

- For English language learners, the
most important aspect of the interactive

- video system is the capacity for com-

bining sight and sound audio-visual fea~
tures with step by step programmed
instruction. For both beginning and ad-
vanced learners, caurses designed for the
system can present objects and actions
(particularly those not usually found in
a language classroom) and identify them
verbally. Such courses can present a
story or sequence of actions, stopping
periodically to have the learners use the
computer keyboard to type 4n summa-
ries,fanswers to questions, or -predictions
about what will happen next. In an En-
glish for academic purposes course, pro-
grams can show students how to use the
library and carry out research. ,For stu-
dents of En%ish for science and tech-
nology, the film and audio ftack &n do
such thing®as identify tools and égui
ment and describe how they are

The system can show.people giving
following instructions gnd demonstrati
procedures. And, as qften as they wis
the students cam have the objects identi-
fied or the procedures demonstrated, be-
cause the system ‘will patiently repeat:
any section of thé program until it is
completely understood.

>

+ .
Conclusion

Interactive video, a new combination
of video and computer assisted instruc-
tion, has great potential as a tool for
English language teachers. In the future

Continued on page 35

ERIC
VLYY /

TN 12/81




Ry
. .

TOPICS AND TECHNIQUES FOR -
DEVELOPING A CROSS-CULTURAL
COMMUNITY LEARNING
ENVIRONMENT _

by Trish‘ Delamere and

Frederick Jenks
Florida State University

r

The communication-orientedSESL
class for adult learners dictates-that the
teacher provide for a balanced mter-

¢ change by assuming the role of a “lan-
guage activity ringmaster” rather than
that of a lecturer odprima donna. By
creating an open environment for lan-
guage interchange and by establishing
the premises and order of the activities’
stages, the instructor leads students to a
puint where interpersonal communica-
tion 15 absolutely necessary without the
continued direct involvement of (or in-
térruption by) him. ° -

By combining the basic procedure for
community language learning with the
tupics selected for cross-cultural discus-
sion, a student-centered learning envi-
rorfment can be achived. As Stevick
writes, “. . . CLL has two main steps.
invesiment and reflection. In the invest-
ment phase, the learner commits himself,
as much as he 15 able and willing, as he
engages I a conversation with other
members of the learning.community. In
the reflection phase, the leamner stands |
back and looks at what he, as a part of
the community, has done in the invest-
ment phase. As he does so, he remains
.a member .of the community.” (Stevick:
p. 126). )

Over a period of several years.of di-
recting cross-cultural communication
classes for adult students in intensive
English programs, we have determmed

that the following topics meet. the test #aroma of a favorité soap, the delivered e

of importance, communicative potential,
and reliability in the English-speaking
environment: e

Specific Course Objective: To provide
m-depth exposure to American behavior
patterns, values, social relations, cugtpms,
and institutions; to provide disctssion
opportunities to comparefcontrast the
above-mentioned areas with the stu-
dents’ home cultural norms in a rational
attempt to build an understanding of—

" and respect for cultural diversity.
) . "
TOPICS: °
Basic premises_underlying
ture. (Hsu. fg—égk) <
Understanding consumer rights.
The role(s) of women.

‘d. What nﬂkég Amenicans laugh?

a

US. Cul-

Minorities.
Politics.”

g. Marriage, Family, and Going it
\ Single.
\)L Tradiﬁo}la‘ﬁ"b"ocial Values and the
ERIC, per  ~ °
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¢ Contemporary Social Scene (living

together, divorce, etc.).

i. American educational system." 4

j. Current Affairs: the American view-
point versus the non-American view-
point.

k. Advertising and the Media. .

1. Risk-taking in the new culture.

in. Acceptable Social Behavior.

»

This s’)ample listing excludes a full com-
plement of sub-topics for %evity’s sake
However, to provide readerS with exam-
ples of related sub-topics, some of the
components of (m)—Ac%eptable Sodial
, Behavior—are:

1

Table etiquette.
Coping with, “pressure” salespersons.
Excusing yourself from the company
of friends, hosts, or others.
Ingestion, digestion,*and congestion.
Making and breaking business or
personal dates. .

Gfve me my SPACE but take your
TIME. ’

1o =

Gt

The teacher’s preparatory obligation is
to develop introdyctory ekercises—cross-
cultural gambits—for securing the-IN-
VESTMENT of each student m a com-
municative” process. The core activity
should provide for “discussion on the
topic from the “American” point of view
while providing for equivalent input
from the stidents’ home culture. Sev-
eral suggested activities are summarized
below:

1. Comfort Bits. Those sights, tastes,
sounds, sensations, and items which pro-
vide each person with a personal aura o
security, pleasure, and selfness. Their
role in one’s life becomes nore evident
when 3 person finds himself without
them; for example, familiar sounds, the

newspager, the flowers or shrubbery in
the neighborhood, the way the bed feels
at night. .

The teacher sets the scene.by meri- -

tioning that each student may feel a cer-
tain lacking—a sensation of sensory
anomie—without knowing precisely what
is causing it. “Comfort bits” as a concept
is then defined. Thereafter, \ Students
invest in the activity by first making
notes on a sheet containing the topics
“Where is that color from home?” “A
smell that is missing,” “What I miss in
the morning (afternoon, night),” “How I
know that I don’t belong here (yet!),”
and “Things I should have brought with
me but didn’t.” When the sheet is com-
pleted, students present their thoughts
on one topic at a time, elaborating and
discudsing as urged to by others in the
group. This leads to the addition of
items by each student on the spur of the
moment—things forgotten until men-
tioned by classmates—and brings reflec-
tion into the communicative arena.

A sIhe \

Jkg\ames to language learning, to have

» - o .

,
Y

N v .
2./ Action Line. No city is without a
newspaper column or radid program in
which problems of the consumer or cit-
izen are submitted in the hope that a
solution will be provided. These com-
munity-service features of the media
provide the format for in-class discus-
sions based on the question, “What
problems have you had this week in they\
community?” When a problem is men-
tioned, the teacher encourages students
to suggest solutions (usually based on
their prior experience in their own cul-
Aﬁ?e). After numerous potential solutions
¢ posited, the teacher and well-in-
formed students suggest solutions within
the American context. These, then, are
further discussed, leading invariably to
more,shared discussion of related and,’or
similar problems. Frequently, the prob-
lem is presented via'a specific experi-
ence between a student and an American
citizen,,)c

3. Site-Seeing. An outreach activity,
“site-seeing” requires that each student
go to an area of community activity
(shopping mall, park, etc.) with specific
instructions to observe a particular facet
of local color. fashion, cating habits, re-
creational pursuits, or male-female inter-
action may be the focus of ubservation.
Students ueed only observe certain phe-
nomena which have been previously
selected in class as being worthy of
investigation, it 1sn’t necessary that they |,
talk to people when “site-seemng.” On a
following day, students .gather in the
classroom to compare notes and discuss
what they saw (or thoughf they saw).
Often, the students will be asked to form
a group conclusion or opinion regarding
American cultural behavior patterns to
close discussion on the issue.

These and similar techniques bring
into play the essentials of communica- 4
tive cause,_first culture learning, new
cultural awareness; dynamics, and

individual responsibility W
plying the dominant parts in all.aspects
of the community-learning enterprise. [J

.
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it may be Dossible to adapt computer

-~

students speak directly to their computer .
rather than use the keyboard, to have
the computer check student prony

resources. The video systems and
computers are already on the
and teachers and students alike €an look
forward to new curriculum designed for
the technology. ’
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